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Prefuce

During the course of the three and a half year history of this study there have

been a number of ups and downs. The initial conceptualization of the study was the

wodt of Pat Cox sad colleagues before I joined the company. The author joined -the

research team a year sod a half into the study. Due to some major restructuring

within the company itself, I became the lone researcher on the study an

unfortunate situation fol. both my sske and the sake of the research. The need for

collegial dialogue and exchange becomes profoundly evident when none is available.

This background may help to explain some confusion over inconsistent references to

the research "team", and the use of "we" versus "I." In the beginning I was not part

of the research team, for a year was, and in the final year I was al team.

Because of these CifellillitanCes, the limited time spent in each site, and the

scope of initiatives under avestigation, there are obvious gaps in my understanding

of these complex reform ei :on:. To address this concern, preliminary drafts of each

case study were sent to four educators, representing different perspectives in each

site. The readers were asked to review the initial draft for accuracy of the

information included, and the logic of interpretations offered. Not surprisingly, the

reviewers often disagreed with my interpretation, but they also disagreed with one

another. As the research was largely based on open-ended interviews it was natural

for people's recollections of events and the interpretations of their significance to

differ. Tbe "true story" was different depending ou one's position, how it impacted

one's job, or one's school. As Wolcott (1994) reminds us, "anyone who has done field

work knows that if you address a question of any consequence to more than one

informant, you may as well prepare for more than one answer" (p. 351). This was

particularly true in the West Virginia case. While the overall feedback received from

reviewers in Toronto and Southern Maine indicated that the case studies were for the

most part accurate, reactions from West Virginia were quite different.

Yin (1989) suggests that case studies are the preferred research strategy when

the investigator has little control over events, and when the focus is on

contemporary phenomenon within some real-life context conditions that describe

the phenomena under investigation here. A real disadvantage of this approach

however, is that real-life is constantly changing. To the researcher the data

collection process allows for only periodic snapshots. While a sense of historical

development can be gained through retrospective interviews and extant documents,

the accuracy of such accounts is dependent on the extent to which informants agree

in their accounts. The greater tbe shared vision, I found, the more likely that various

accounts were congruent. When there was significant controversy in the history of

the project, it was almost impossible to reach any semblance of consensus. Such was

the case in West Virginia.

In the feedback received some West Virginia reviewers offered interpretations

that differed significantly from those expressed in the first draft. Some of these have

been incorporated into the revisions as additional data. While a sincere attempt was

made to reconcile differences this was not always possible. Conflicting feedback, or

lack of knowledge on the part of participants sometimes made verification

impossible. Where this was the case I have tried to acknowledge that the data are

tenuous. I'm sure that not all of the critics will be satisfied with the version reported

here. In all three cases, I acknowledge that my data sources are limited, and

responsibinity for any errors in the accounts are ultimately mine.
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I. Introduction

In 1992 the U.S. Department of Education, Office of Educational Research arid

Tmprovement commissioned 12 studies of educational reform. Systemic Reform in the

Professionalism of Educators, one of the dozen, takes a broad perspective that

includes both K-I2 and higher education. The original "Request for Proposal" t:alled

for identification and analysis of sites exhibiting "best practices" in the areas of

preservice training, inservice training, and working conditions of educators.

However, many years of reform "projects" have shown that isolated pockets of good

ideas rarely have lasting effects. Therefore, The NETWORK, Inc., researchers chose to

concentrate on a small numb-r of sites which, looking beyond individual reform

projects, have taken a systemic approach to teacher professionalism. These sites

recognize the interdependency and complexity of the education system and seek to

address multiple parts simultaneously.

Educator professionalism is a critical issue in education reform. The press for

the professionalization of teaching is based on the theory that strengthening the

profession will prove an effective means for meeting students' needs and improving

the overall quality of education (Darling-Hammond,1989).
Darling-Hammond and

Goodwin (1993) identified common beliefs or behaviors associated with the notion of

professionalism. Members of a profession share a common body of knowledge and use

shared standards of practice in exercising their knowledge on behalf of clients. In

addition, they found professionals strive to:

improve practice and enhance accountability by creating means for

ensuring that practitioners will be competent and committed.

Professionals undergo rigorous preparation and socialization so that

the public can have high levels of confidence that professionals will

behave in knowledgeable and ethical ways. (p.21)

Educator professionalism prollises to inciease accountability for meeting



students' needs, in exchange for the, deregulation of teaching. giving teachers

greater autonomy in determining whai is to be taught, when, and how (Darling-

Hammond, i989). Devaney and Sykes (1938) remind us that "professionalism is a form

of liberty that is not simply conferred; it is earned" (p. 4). Accountability must be

provided by rigorous training and careful selection, serious and sustained

internships for beginners, meaningful evaluation, opportunities for professional

learning, and ongoing review of practice (Darling-Hammond, 1989).

The group of educators which has been the focus of attention in the

professionalization movement to date has been teachers. The professionalism of all

educators, however, is the goal, including school and district administrators,

specialists, counselors, and university faculty and administrators.

Scope of the Study

School-university partnerships have been around a long time (e.g., Havelock,

Cox, Huberman, & Levinson, 1982). Historically the focus has largely been to support

practicum placements for student teachers and to provide staff development services

for veteran teachers. Partnership arrangements are becoming more prevalent as a

means of improving the preparation of future teachers and the ongoing learning of

experienced teachers.

Although there are examples of successful partnerships working to

restructure both teacher education and schoolsl, school-university partnerships

engaged in reform of the entire system are less common. Few partnerships have

moved beyond reform of individual schools and the teacher preparation program to

take on the challenge of changing the structure and culture of schools, school

districts, teacher education, colleges of education, and even the university as an

institution. Many studies of systemic reform (O'Day & Smith, 1993; Fuhrman, S., 1993)

overlook the role lf higher education in reform of "the systcm." While there is
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currently no agreed upon definition of systemic reform, most definitions assume

that:

Systemic reform addresses all of the mutually reinforcing structures,

processes and activities within the educational system, recognizing that

altering any one part of the system necessarily impacts on all other parts

(Smith & O'Day, 1991).
Systemic reform requires system coherence through the integration of policy

and practice (Fuhrman & Massey, 1992; Fuhrman, 1993).

Systemic reform constitutes a "mainstream activity" of all organizations

involved, not an alternative or special program;

Systemic reform requires strategies that help develop and mobilize the

conceptions, skills, and motivation in the minds and hearts of scores of

educators (Fullan, 1994).
Systemic reform requires the development of routine mechanisms for

bringing people together across roles, within and across organizations, for

developing and maintaining shared direction and understanding; and to

maintain strong communication among all of the constituent parts of the

system.
Systemic reform in education addresses the preparation, continuing

learning, and working conditions of school-based, district-based and higher

education-based educators in all roles teachers, principals, counselors,

specialists, para-professionals, central office and higher education personnel.

The phenomena we are observing are not well understood, especially at the

level of organizations. The same work can take myriad forms in actual practice. It

was thus necessary and appropriate to take an exploratory approach in this study to

begin to understand the phi-nc,mena of systemic reform in a manner that captures

the essence of th,: problems, the nature of the solutions attempted, and the evolving

story of successes and failures enroute.

A number of criteria were established for selecting sites engaged in systemic

reform. The three sites selected all demonstrated:

comprehensiveness: addressing preparation, on-going learning, and

working conditions of educators.
a focus on the success of all learners.

a comraitment to inquiry, reflection, and research.

new ways of working that are mainstream activities of their respectve

organizations.
mechanisms for communication and dialogue to make sense of where

they are and where they are going.
a willingness to participate with us as research partners.

a track record, having been established for at least five years.

3 .
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The three sites selected were The Learning Consortium at the University of Toronto,

The Southern Maine Partnership and the Uni., arsity of Southern Maine Extended

Teacher Echication Program (ETEP), and The Benedum Project at West Virginia

Universi.

CCUICS11.111LInunniazk.

Figure 1 portrays the emerging conceptual frame work used for studying

systemic reform in the professionalism of educators. The design of the study was

focused by the school change literature (Fullan, 1991; Fullan & Miles, 1992; .Louis &

Miles, 1990) which has identified critical elements of La= (left box in Figure 1).

The critical elements examined for each case include: a) the visions guiding the

reforms; b) the leadership driving them; c) the knowledge and research/inquiry

foundation upon which they are built; d) the opportunities for learning needed to

sustain them; e) the mechanisms for communication used to coordinate them; n the

organizational arrangements designed to support them, aod g) the strategies used to

implement them. These elements of reform can be thought of as independent

variables those variables expected to be critical in each reform effort that would

facilitate understandiigg each initiative.

Student learning was conceptualized as both an independent and dependent variable

in the framework. It represents a vision of what successful leaning for all students

would look like, as well as an outcome measure of student 'earning. A focus on student

learning served as an important site selection criterion. A vision of successful

stu :ent learning was found to be a motivating force for undertaking each of the

reform initiatives. Limited outcome data are available, as each of the sites continues
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Figure 1. Conceptual Framework for the Study of
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to struggle with how to document whether or not their efforts are making a

difference for kids. An independent assessment of the impact of these reforms on

student learning was beyond the scope of this study.

Efl anrprofessiona1i.ni is the overall dependent variable (the box on the

right of Figure 1). The theory underlying the press for educator professionalism,

according to Darling-Hammond (1989), is that strengthening the structures and

vehicles for creating and transmitting professional knowledge will enhance

educators' ability to meet the needs of students and improve the overall quality of

education. The theory is based on a conception of teaching as complex work

requiring specialized knowledge and judgment in non-routine situations, and on a

conception of learning as a highly interactive and individualized process. The

outcomes of interest in this analysis are five different dimensions of educator

professionalism: 1) a culture of inquiry; 2) continuous teacher development; 3) the

development cf collaborative cultures; 4) expanding professional networks; 5) and

client orientation. The way "client orientation" is used here does not imply an

asymmetrical, hierarchical relationship where an expert provides services to those

lacking in knowledge or skills. All educators serve multiple clients, including

children, parents, the community, colleagues, student of teac i education, as well as

the teaching profession as a whole. Finally, the analysis examines the durability or

"institutionalization" of these reforms.

SchooMkaiy_eLsiLygasnarshigs. were the vehicles through which the three

reform initiatives were organized (see center box in Figure 1). For the purpos 's of

our conceptual framework each partnership represents a single case. "System" was

defined by the entities within the "boundaries" of the school-university

partnership, recognizing that there are many other organizations that affect these

initiatives (e.g., teacher unions, government policy makers). The intersection of all

6



the component parts is found in the school-university partnership organization.

(See Figure 2) Personal and professional relationthips provide the connections

within an individual school, between schools within school district, between

districts, between schools or districts and the University, and within the cross-site

organization.

Within each site there are multiple, embedded or nested cases, a sample of

which were examined. The primary focus was the school-university partnership and

its intersection with each of the member organizations: the College of Education's

teacher education program, school districts, and individual schools. Within these

organizations, representatives from the following educator roles were interviewed.

school and university faculty and administrators, project staff, supervising teachers,

and a sample of preservice students who did their student-teaching in target schools.

In Toronto and Southern Maine, the study sample included one high school and one

elementary school in each of two districts. In West Virginia where the total number

of schools is much smaller, one high school and one elementary school were selt cted.

The selection of individual schools was made by mutual agreement between the

participating partnerships and the NETWORK, Inc. researchers. The research

questions and design of the NETWORK study established parameters defining lie

major variables under investigation. An effort was made to select schools that

participated in preservice preparation, and extensive on-going professional

development, while engaged in school-wide improvement efforts. The reformers in

each site then selected the individual schools that they felt best met the criteria. As a

result, the selected schools probably represent the most exemplary schools rather
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than the "average" level of school development within the partnerships.

Other influences affecting the reform initiatives, as would be expected, were

many and varied depending on the socio-political context within which the

school/university partnership is located. They include, among others, teacher

unions, government policies, professional networks, and outside funders. Although

not the primary focus of the study, where these outside influences were particularly

influential their impact was explored (See Figure 2).

The three comprehensive school/university partnership initiatives selected

are all seriously rethinking the preparation of education professionals, pre-service

students who want to enter the profession, and the on-going learning of practicing

educators. The challenge of studying these complex entities is made even more

daunting by the fact that the partnership members are attempting to do this while

working within dynamic institutions that are engaged in restructuring their own

organizations.
Accordingly, a strong emphasis was placed on open-ended interviews

to understand the personal and organizational journeys of the participants.

Methodolo2y

Data were collected over an 18-month period through a series of site visits,

totaling 15-20 days per site. Most data were collected through semi-structured open-

ended interviews covering the principle research questions. These data were

supplemented with on-site observations, existing documents, and a collaborativel

constructed "journey," (Cox & deFrees, 1991) or historical timeline of each site's

development. After many additions and revisions, the final versions of the journeys

completed by each site became the outline from which the research team identified

questions to explore to further urelustand the processes used to facilitate and support

change and what it took to bring about the changes that had occurred. In this way

the journeys served as an important research tool for guiding the investigation, and

9



as useful story boards for describing these reform initiatives (see Volume 3 for

journeys).

We used a common set of research questions across the sites. The four

overarching questions guiding the study were as follows:

1. What has been the nature of the systemic reform effort, including the
objectives, structures, roles, and strategies employed?

2. How have research and other knowledge been used in the systemic reform
efforts?

3. What have been the prominent outcomes of these partnerships' efforts? In

particular, what has been the impact on teacher professionalism, and to what
extent have these reforms been institutionalized?

4. What are the important factors that help to explain productive school-
university relations?

Data collection followed a sequence of progressive focussing. Interview data

were Cutained from multiple interviews with key informants in each site. The

interview sample "snowballed" as informants identified other key participants.

Field notes were transcribed and coded using a coding scheme derived from the

incipal research questions.

The research project had two major components. The first component was a

profile of cach of the three sites. The second component was the cross-case analysis.

The goal of the first portion of the study was to create a narrative record of the

evolution of the reform initiative and to analyze the key forces affecting the reform

process for each organization within the partnership. From the compilation of

interview data a set of some 25 causal variables common to all three cases emerged

that were used to generate causal flow charts (Miles & Huberman, 1994) for the three

sites, which could then be compared to iso..te "streams" of antecedent and

intervening variables leading to the principal outcomes. Preliminary findings from

all sites were fed back to site informants for verification. The three case studies are

10



the focus of this volume.

Cross-case analysis began with a review of the three narratives for common or

contrasting themes, outcomes, and mediators. This comparison revealed the

importance of: 1) personal and professional relationships as the foundation for these

partnerships; 2) access to a variety of professional development opportunities; 3)

stability of leadership; 4) resource availability; 5) goal congruence among

organizations and the alignment of organization arrangements to achieve goals; and

6) the inherent tensions endemic to school-university
partnerships. The cross-case

analysis can be found in Volume 1 of this report.

It is important to remember that the total amount of time spent at each site was

short (15-20 days), particularly when studying a number of different organizations

within each partnership. Consequently the view presented here represents a

snapshot of continually evolving reform efforts. Furthermore, with only three cases,

general conclusions must be considered tentative.

The individual case studies are presented here. First, is the story of the

Learning Consortium at the University of Toronto, followed by the Southern Maine

Partnership and the University of Southern Maine's Extended Teacher Education

Program, and the Benedum Project at West Virginia University.

Notes

1The Professional Development School (PDS) model has become the dominant model

in this movement. Darling-Hammond (1994) notes that PDSs are a special case of

school restructuring as they simultaneously restructure school and teacher

education programs, they redefine teaching and learning for all members of the

profession and the school community. PDS arrangements are growing across the

country and much has been 13arned about the challenge of restructuring two

institutions at the same time, including the collaborative demands PDSs place on

individual and institutional participants, the threats that these reforms pose to the

norms and traditions of both institutions, the low status that teacher education holds

within universities, the poor reputation of staff development in schools, and the lack

of institutional incentives for undertaking this kind of work (Darling-Hammond,

1994).
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Systemic Reform in Toronto

A combination of factors came together in 1988 that ci-eated a climate for

change in Toronto education. The conditions were right for reform at the University

of Toronto Faculty of Education (FEUT). The Faculty of Education had replaced the

former "Teacher's College," and prior to 1988 was almost exclusively devoted to

teacher training. It had never become an integral part of the wider university

culture and was generally characterized by a climate of stagnation. The Ministry of

Education, the primary policy maker for education in the Province of Ontario,

commissioned a study to assess existing teacher education programs in the province.

The assessed inadequacy of teacher education generally, and specifically within

FEUT, provided the political support for providing both internal and external

funding, and the infusion of new leadership. The new dean had established

relationships with the leadership in local school districts (referred to as "boards of

education" in Ontario). These boards were already focused on school reform, and they

already had strong staff development structures to support teacher development.

Timing was right, but it was not simply coincidental. Seizing the opportunity

required thoughtful planning and coordination on the part of several key leaders in

many institutions. For example, in 1987 the provost at the University of Toronto

reviewed the operation of the Faculty of Education (FEUT) and made recommendations

for program improvement that included:

1 ) the need to review existing programs
2 ) the need for faculty renewal
3 ) the development of the level and quality of research at FEUT
4 ) the improvement of facilities and equipment, and
5 ) improved relationships between FEUT and the Ontario Institute for Studies in

Education (OISE), the Institute of ChiH Stu iy, and Toronto schools.
(University of Toronto, Faculty of Education. 1994)
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About the same time three researchers were commissioned by the Ministry of

Education to conduct a review of teacher education in Ontario. Their report had just

been released documenting needed reforms, when the search for a new dean of the

Faculty of Education at the University of Toronto was initiated.

The assessed inadequacy of teacher education programs in general, and the

FEUT program in particular, were important stimuli for creating support for change.

The Faculty of Education was a moribund place they hadn't hired a tenure track

faculty member in 17 years. The building itself needeC painting and some serious

attention. With a new dean the Faculty had a new leader who brought new

opportunity. Before the dean even began his tenure, he had established

commlnication with the directors of several Toronto area boards of education, and

the idea of a partnership was explored. The idea of a new partnership came out of this

sense of renewal.

According to the dean, he took on this challenge because the "conditions were

right." FEUT had 22 retirements corning up and resources were available; the

university agreed to replace retirees. The dean insisted that there be no strings

attached to the appointments he had full authority to hire who he wanted. This is

part of what he calls his "Ready, Fire, Aim" approach. The faculty positions weren't

"owned" by individual departments He didn't have procedures to follow, he didn't

have to get department approval in his words, "he just had to get it right." He

needed to be entrepreneurial, and have flexible spending. He felt if he could just find

good people that the Faculty would be able to build on their strengths. The new hires

were hand-picked by him, and as a result were Ailnerable to his bias. The university

committed S100,000 per year for three years to support sp,,cial projects.

The Learning Consortium began in 1988 as a partnership among six different
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institutions, two institutions of higher education, FEUT and the Ontario Institute for

Studies in Education (OISE), and four large school districts, (ranging in size from

40,000 to 60,000 students): North York, Halton, Dufferin-Peel, and Durham boards of

education. The partners came together around a commitment to a number of

principles, focusing on teachers as life-long learners by linking preservice,

induction, inservice, and leadership to school development. The purpose of the

Consortium was to promote "interactive professionalism." The members generally

agreed on the philosophy but for the first 18 months there was a lot of disagreement

about what that might' look like in practice.

The choice of which boards to engage in the partnership was opportunistic.

The directors from two of the boards, Durham and North York, approached the dean

to discuss a partnership with the university. That was how the notion of a

consortium began to evolve. The dean then discussed the idea with leaders in the

Halton Board, where he had already had a relationship, and knew the board to be

progressive. The inclusion of Dufferin Peel, the fourth board partner, was in part

selective, and in part a political decision. It had a good director, and the group felt it

was necessary to include a 'atholic Board since they receive government funding in

Ontario. In addition, the leadership of each board was committed to working with the

Faculty and with each other, and there was strong conceptual understanding and

endorsement of the partnership. Several months later, OISE was asked to join. In

establishing the partnership each of the member imtitutions contributed $20,000 a

year to its operation, representing a significant allocation of internal resourcec. In

addition the boards put a lot more money into the effort from their staff development

funds. First-year start up support was also provided by the Ontario Ministry of

Education one of the few histances where the Consortium received outside funding.

The partners quickly realized that tney needed a paid person to run the
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Consortium, but there were many questions about how much authority that person

should have. In the beginning people didn't trust one another, and they weren't

ready to trust an independent director. The Consortium was set up with a Steering

Committee made up of the dean of the Faculty, and the directors of each board aria

OISE, and the newly-hired
director of the Consortium, with the real work of the

Consortium to be done by a Planning Committee, made up of representatives from

each of the partners (usually the staff development directors from each board.) The

Steering Committee meets once a year to set direction, and the Planning Committee,

which meets monthly, carries out the plan of work. Through these committees the

partners have connected across districts and institutions. At first some board

directors came to the Planning Committee meetings because they wanted to see for

themselves if the investment was worth it. Their caution actually helped to establish

trust. Having everyone there in the beginning helped with communication and

getting everyone comfortable with the diiection of the partnership.

The mission of the partnership as it has evolved, is to "establish more

systematic approaches to teacher development at all stages of the teaching

continuum, by transforming schools, districts and faculties of education to

environments of continuous learning" (RIllan, 1993, p./). The mandate of the

Consortium is threefold:

To initiate, implement and support a program of teacher development;

evaluation of programs and research on teacher learning; and

the dissemination of new knowledge and practices.

The early initiatives were grounded an understanding of the process of

school change. All of the boards were relatively "staff development rich" boards,

and had already begun work in school change. The partners decided to begin with a

focus on instruction, id chose cooperative learning because of the strong research
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base indicating its positive impact on student's academic and social learning

(Johnson & Johnson, 1989; Slavin, 1988).

They began planning the first "Summer Institute on Cooperative Learning"

right away, and held the first Summer Institute in August, 1988. Peer coaching and

managing the change process were incorporated into this institute to facilitate

implementation of new instructional practices. The first Institute was designed for

about 100 participants, 20 from each Board and about ten faculty members from FEUT.

The training was designed to incorporate attributes of effective training (Joyce &

Showers, 1988): inchicling the theoretical foundation, de ionstration, and practice

with feedback, as well as ongoing coaching and support after the initial traininr

The districts were encouraged to send school teams to the institute, (an administrator

and at least tw ) toachers) to establish a base for ongoing support fo, implementation

in their individual schools. The two lead trainers who ran the first institute were

well received by the boards, contributing to its overall success..

Following the first Summer Institute, the two trainers/facilitators came to

Toronto on half-time contracts as Staff Developei s for the Learning Consortium, and

half-time teaching assignments at the Faculty. rhey provided follow-up support to

participants in the Summer Institute during the 1988-89 school year, and led a

Training of Trainers course for 40 teachers and administrators, to further build the

capacity within the Boards to provide on-going support.

The Learning Consortium (LC) repeated the institute the following year to

provide the opportunity for greater numbers of school teams from each of the boards
to participate. In 1989, Halton and Durham egan running their own institutes

modeled after the Consortium's Summer Institutes requiring teams from schools, an,4

providing follow-up support in the iollowing school year. Now all of the membcr

boarc. run their own cooperative learning institutes, and the LC has develoned
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initiatives in response to the partners' evolving needs.

The more widespread the use of cooperative learnins became in all of the

boards, the more they began to see i need to develop skills in conflict resolution. The

LC added "Managing Conflict" in their third year, as well as offering a final

Cooperative Learning Institute to help educators develop additional skills that

complemented and enhanced their cooperative learning strategies. The fourth

Summer Institute in 1992 focused exclusively on conflict management, as all of the

boards were doing their own Cooperative Learning Institutes by then.

A logical and natural progression in the evolution of reform irs led to a

current emphasis of the Learning Consortium on evaluation and assessmem While

there is general consensus that the effect on teaching practices has been

significant, with corresponding changes in teachei efficacy and confidence

(Ers' ine-Cullen & Manning, 1995), there is now a need to address the question: what

impact is cooperative learning having on student achievement? The Consortium

began in 1992 to plan an International Conference on AsseAment & Evaluation (ICE),

which was held in November of 1993. Another summer institute on anti-racism was

developed to address both a new Ministry initiative and a growing concern in urban

schools.

In the initial years of the Consortium the major summer institutes and

associated follow up activities were the core of the LC program. Since that time the

variety of prk,fessional learning opportunities offered throughout the year has

expanded. The menu of offerings hls been extensive, including: leadership training

for administrators, induction workshops, "best practices" exchanges, transition

years (middle school) workshops, and the spons rship of mini-projects to suppoit

teacher levelopment and school improvement. The mini-projects encouraged

collaboration by requiring at least two partner organizations to work together to
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address common concerns. In addition, the LC is planning to implement a bartering

system encouraging each member to develop their own areas of expertise. Instead

of having each board duplicate efforts, bartering will allow them to all benefit from

the combined expertise. While the major focus of the Consortium's professional

development activities are at the inservice level targeting practicing teachers,

administrators, and central office personnel, they have also provided support to the

preservice program. The Consortium has funded associate teacher training, and joint

preservice/ inservice cooperative learring institutes.

Summer Institutes and the associa d follow-up support have been the most

high profile activities of the LC, and perhaps the activities which have had the

greatest impact on the member boards. But how did the effect come about? Was it the

product of a grand scheme that was systematically carried out? Why has this

partnership been able to sustain such strong commitment for seven years, while

most reform efforts are short-lived? (Cuban, 1984; Fullan, 1991; Sarason, 1990).

One way to understand the mechanisms at work here is to follow the

development of several strands of the partnership, then return to the conceptual

framework for the study, by examining the seven critical factors to help understand

the impact of the reform effort in each of the member institutions, and finally to

identify facilitating and inhibiting factors that have influenced those effects.

Dnring the course of the study at the NETWORK's working conference, participants

agreed that tAiother essential ingredient in making school-university partnerships

work was the importance of personal and professional relationships. This was added

as the eighth critical factor.

As an advance organizer, the critical variables that form the lens for this

analysis are:

vision of learning
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leadership
professional development strategy
opportunities to learn
commitment to research and inquiry

communication
organizational arrangements
personal and professional relationships

As described in the introduction to this volume, for the purpose of this analysis the

"ristem" is defined by the member organizations of the school-university

partnership, the Learning Consortium. An examination of each of these factors

within each of the organizations in the system in the Toronto area will provide

further description and understanding of the scope of this reform and its impact.

The "site" comprises the interacting network of individuals and organizations that

together are attempting to reform the teaching and learning process. Within the K-

12 system we have focused on one elementary and one secondary school in each of

two member boards. The selection of schools was made by mutual agreement between

the participating boards and the NETWORK, Inc. i'esearchers. The research questions

and design oi the NETWORK study established parameters defining the major

variables uncle, investigation. An effort was made to select schools that participated

in preservice preparation, and extensive on-going professional development, while

engaged in school-wide improvement efforts, The reformers then selected the

individual schools that they felt best met the criteria. As a result, the lected schools

probably represent the more advanced end of the continuum rather than the

"averagc:" level of school development within their boards. Within thc university

system the investigation included stulents, faculty, and the preservice teacher

education program, and in a very limited way OISE OISE has never been an active

member in the partnership, although a few of its faculty have been active

participants, conducting collaborative research and serving as presenters in

21
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Consortium sponsored events. The intersection of all the component parts is found in

the school/uni versity partnership where personal and professional relationships

provide the connections within and between organizations. Figure 2.1 diagrams the

institutions and the relationships that comprise the Learning Consortium,

highlighting the sample of member organizations that were the focus of this study.

Let us now turn to the school strand to examine how the Consortium plan of

work has connected with its member boards, and the individual schools within those

boards. The final two strands of the story are the reform efforts within the teacher

education preservice program, and the chsnging culture of the Faculty of Education

as an organization. Each ctrand will be described in turn.

The Boards of Education and the Schools

The emphasis on cooperative learning in tht Durham Board is a good example

of a systemic reform effort. In Durham the emphasis has been twofold: 1) school-

based decision making, and 2) instructional excellence. They have basically trusted

the research and invested in research-supported practices. As a direct result of the

first Learning Consortium Institute, the board made a commitment to cooperati ve

learning as a vehicle for improving student learning in the board. Utilizing the

Consortium Trainer of Trainers Course, by 1989 Durham had developed sufficient in-
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house expertise to begin running its own Cooperative Learning Institutes during the

school year. The board now offers a range of courses including subject specific

training, and institutes for different levels elementary, transition, and secondary

but cooperative learning has remained the core of their efforts to expand teachers'

repertoire of instructional strategies. In addition, the board has invested in school

leadership training. School Growth Teams received training through Assisting

Change in Education (ACE) that eniphasized the need to build linkages between

innovations to ensure effective implementation. Many principals, vice principals

and superintendents have also participated in "Leading the Cooperative School"

training.

In 1990 Durham brought in a group of consultants to review the existing

structure of their board. As a result of the review, a number of recommendations

were made to reorganize the board to support the work of teachers in schools. Based

on the belief that students need to be actively involved in learning, the board's

strategic plan emphasizes instruction and school-based i structional leadership.

Area teams were created with "Instructional Strategies Facilitators" to complement

the "Special Needs Resource Staff" to work directly in schools and classrooms with

teachers. The board has continued to shift its emphasis from developing curriculum

to supporting curriculum implementation.

The system developed a planning theme, with room for lots of individual

autonomy and local control that serves as a guideline. According to the director,

"schools worked the variation." What they have tried to do is reverse the hierarchy;

the schools now tell the Board what they need to improve. They have worked hard to

devolop a climate for teacher development by remaining focused on instructional

change, with big emphases on cooperative learning and more recently on portfolio

assessment.
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After six years of providing consistent, high-quality learning opportunities

for . teachers, cooperative learning is very pervasive th;oughout the board. In most

schools, 60% of staff are trained in the Level 1 cooperative learning course. Some

schools have 90-100% of staff trained, and many have received more advanced

training. One principal noted that when he was opening a new school, he hired 120

teachers from within the board, and almost all of them had had cooperative learning

training. The director in Durham believes that "the strength of classroom practice is

the foundation of strength of the system. Perseverance for building the capacity has

been Durham's strength." While teachers and administrators are convinced that the

change in instructional practices is changing student learning outcomes, the board's

capacity to evaluate the results of their efforts on student learning is still evolving.

The board director has to be able to justify funding for professional

development to the Board of Trustees, which was a challenge in the beginning, but

she said it isn't hard any more because she has seen results. She spends a half a day a

week in a school or a classroom. She wants schools to know she is interested. She

goes to see best practices. She doesn't go to find fault and she never cancels. This is a

priority in her week. She felt she has ;een a profound response to the cooperative

learning initiative. The board didn't "require" training, but encouraged those who

were interested and highlighted their successes. "It is now an unstoppable train.

People want to become part of it. The schools have become centers of innovation."

The director sees teachers engaging children in new ways. For example, she relayed

the story of one classroom she visited that had turned themselves into a charitable

foundation. They were very entrepreneurial. Their class was in a portable building

on the edge of the playground and they designated one of the windows as the "candy

window" and they took turns (among groups) selling things (e.g., fudge, cookies)

from the candy window during recess. One group had already earned $100 mid-way
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through the year. They invited in representatives from various foundations to learn

about their organizations so the class could decide which charity they wanted to give

their money to at the end of the year.

An example of the consistent focus on cooperative learning can be seen in the

growth of Roland Mle.lener Public School. At Roland Michener the entire staff

has taken Level 1 '..,aining in cooperative learning, and they use those strategies in

running their staff meetings, and their classrooms. The principal took a team to the

first Institute on Cooperative Learning. At the time cooperative learning was foreign

to him, but it fit in with his beliefs, "I just implemented it -- sold them a package of

goods. I thought we had latched on to something that wasn't a band wagon." He now

has at least 50% of the staff who have taken advanced training, and he recognizes

that it is now their task "to keep the flame going." The principal expects to see

cooperative learning activities when he observes classes. He noted that this work

has been reinforced by the school's "marriage" to the Learning Consortium

Preservice Option. [Option is the term used to differentiate preservice programs. FEUT

currently has seven different 'options.'] "The student teachers coming out here (to

Roland Michener) also have the training and want to practice and refine their

skills." The cohort of student teachers interviewed noted that there was 100%

overlap between the stcategies they were learning at the Faculty and what they saw

in practice at Roland Michener.

After five years of being partners in the preservice program, the principal of

Roland Michener felt that there was a real connection with the university. The

program gave the school a different vision of the university; it bridged the

traditional gap between higher education and the schools. The school has benefitted

from faculty workshops and inservice training for the teachers. The principal in

return has gi ven talks at the university on conflict resolution and participated in the
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mock interview sessions held for teacher candidates. He emphasized that there is a

healthy two-way dialogue between the schoot and the university. There is now teal

respect for the Consortium's program.

One student teacher observed that Roland Michener appeared to be a building

of teachers who epitomized the notion of "life-long learners." They are all avid

consumers of professional development. The board provides numerous professional

development opportunities and they look to their colleagues in the building to learn

new strategies and for ongoing support. One teacher said that she chooses a new

thrust every year that she wants to work on. This year it is spelling, three years ago

it was cooperative lew ning. She noted that the staff at Roland Michener was "the

most professional staff she had ever been on."

They start each staff meeting teaching a new social skill-- a school wide

initiative is the social skill of the month, and they use a cooperative learning

structure to teach it. The process is modeled for the students by all of the teachers.

One of the student teacher's impression was that it was a very caring environment,

that everyone had the child's best interest at heart. She gave the staff a lot )f credit

for really trying to tackle challenges presented by current issues. She felt it was a

very collegial staff and change is a whole school initiative.

In retrospect the student realized how fortunate she was to have had two of

her placements at Roland Michener. She had written a portfolio entry about Roland

Michener's efforts to implement a portfolio process at the school. One of her

professors told her that it was really rare to find that kind of consistent effort where

the whole staff and principal were working on something with the support of a

board initiative, in partnership with the Faculty. She recognized that it was because

of that consolidated effort that they are making it work.

While cooperative learning is generally more pervasive in elementary schools
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than in secondary schools, Durham has focused on its development at all levels.

Pine Ridge is a new "high tech" high school that has an emphasis on technology in

all aspects of the curriculum. All of the teachers who opened this school had

previously been in the district, and all had strong backgrourds in cooperative

learning. The skills were evident here in the governance of the school as well.

Professional development was building-based and usually focused on the integration

of technology. It appeared to be a very collaborative staff that worked together

across departments, and was focused on empowering students. They were very proud

of a number of student led initiatives in anti-racism, which began as a means of

addressing problems within the school and have now flowed beyond the school's

borders to addressing race relations within the surrounding community.

Pine Ridge had to deal with a number of "emergency" situations starting when

the school opened with a projected enrolment of 900 students, and 1400 students

showed up on the first day. They were short 14 teachers. Race has been a big issue

from the beginning; the staff anticipated problems but didn't put enough supports in

place to prevent or alleviate potential crises. The students, with staff support, have

played a major role in resolving racial tensions. Now that they have resolved those

issues and gotten the new school "up and running," they are interested in becoming

a site for the Learning Consortium's year-long preservice program.

The Scarborough Board of Education is the newest member of the

Consortium. In 1991 the Dufferin-Peel Separate Board dropped out of the Consortium

for financial reasons, and the Scarborough Board asked to join. Scarborough was

already engaged in a long-term planning process, focusing on student outcomes in

basic skills and system accountability. The new Consortium member brought

significant expertise and resources to the partnership, with its focus on curriculum

development, outcome-based education, research and assessment. Scarborough also
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has a strong research department, which has provided important leadership to the

development of collaborative research within the Consortium.

The board is now in the action-planning stage. Professional Development has

always been extensive, but has been centrally coordinated. They are in the process of

changing to school-based curriculum planning and staff development. There is an

effort to reverse the hierarchy of the board to think in terms of resources being

centrally coordinated to support school-based im rovement. (The organizational

chart for the district is actually drawn with schools at the top.) Each school has a

Curriculum Management Team (CMT) that decides on building priorities. The board is

working to align these CMT with staff development resources within the board.

However, there is also acknowledgement that at this point implementation is

inconsistent across the board.

As a result of their short history with the Learning Consortium, it is more

difficult to identify the impact of the LC in Scarborough's development. In an

extremely large board, (77,000 students), only a small percentage of teachers have

had the opportunity to participate directly in LC events. Scarborough has discussed

the approach Durham adopted: investing heavily in one area such as cooperative

learning. They felt it was not a workable strategy in their board because of the

greater diversity of students they have larger range of needs. Thirty percent of

the students in the board are non-English speakers. In the past they have done well

with university-bound kids, but they recognize the need to support alternate paths if

the bo rd is to achieve its goal of educating every child.

The Board does, however feel that their investment in the Consortium has been

worthwhile. Their membership in the Learning Consortium has provided a lot of

low-cost, high-quality professional development opportunities that they would not

have ,een able to provide otherwise. One principal noted that they learned from the
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five day Learning Consortium Cooperative Learning Institute that it ,akes longer

than one or two days to acquire new skills and change practices; it requires a long

term commitment. Budget cuts have made those kinds of experiences more difficult

for the board to provide on its own. The board members have also found the

networking with other boards to be extremely important benefit of membership.

Scarborough has invested heavily in the University of Toronto's preservice

program because they felt it was in their own sell interest. The board has been

frustrated with Ministry mandates that never allocate sufficient resources to support

the implementation of their policies. The board needs teacher education graduates tu

be up t, speed when they come in; the feeling now is with all the new provincial

demands that teachers are not prepared. The board is subsidizing teacher education,

especially at the Samuel Hearne Teacher Education Center (TEC), with the expectation

that the board will have access to better trained teachers. Although the TEC is not

officially part of the Learning Consortium program, it is one of the FEUT preservice

options that developed in the preservice reform period that was initiated after 1988.

The perception of the board's leadership and direction is quite different in the

two schools visited, confirming the inconsistency in implementation across the

board. These differences may be differences in perspectives between secondary and

middle school, or the result of differences between the character and climate of the

two schools.

Samuel Hearne Middle School is site-based managed school, with an active

CMT and strong leadership. The principal was described as a futurist -- thinking about

what schooling can be, not what it's been. The vice principal observed that the

principal sees people's potential and then he has the skills to bring out their

strengths. She said the teachers are challenged, supported, and trusted to

expehment. One of the school's faculty members said she counts on the principal to
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bring in what's new and to make demands on the people whu are not keeping up to

date. The whole notion of being a Teacher Education Center, she felt, demonstrated a

desire to stay on top of things. At the least, there is the sense dr t they have to be at

their best. When she has a student teacher, she feels self-conscio ,s, like "I don't want

people to see this!" She says she tries harder to di a good job.

Another staff member noted that what was different about Hearne was that it

was truly a community. "Kids feel they have freedom to ask questions and expect

their questions to be respected. No information is withheld. 'The culture of this

school is student-centered; teachers draw their motivation from the kids. Teachers

really work hard -- they are committed and devoted. Everyone is really learning and

bubbling all the time; current research s being tried." Staff meetings are not

information giving sessions, but discussion sessions what she described as the

"reflective practitioner philosophy in practice."

Teachers ;it Hearne also indicated that there was strong hoard support for

schools and teachers. One teacher noted that "the vision of the board director is very

clear. The professional development opportunities are based on that vision. He is an

amazing speaker, It's clear he hasn't forgotten what its like to be in the classroom."

She felt the board offers "tons of professional development opportunities. The

number of inservice by both theorist and practitioners is incredible. There are

Institutes before school starts and they have all been of high quality. There is

support in the administration, but the impact on kids decreases as you move away

from the classroom." The board provided a consultant to come in and teach a class for

her. It allowed her to sit back and really think about why the consultant did what she

did, and pay attention to how the students responded. The board has also provided her

with computer programs and other instructional materials She really felt that the

Board was there to support tenhers.



The FEUT faculty who work at Hearne haven't provided much in the way of

professional development for Hearne staff. One university faculty member has

worked with two teachers and he advises FEUT students. There is an effort to integrate

the Faculty program more into the school culture at Samuel Hearne through a new

initiative called the "Developmental Unit," where groups of student teachers work

with schools on a school improvement project. The teacher candidates who actually

do heir student !eaching at Hearne feel very much a part of the school. iowever,

other student teachers feel as though they are attending a satellite campus that just

happens to be located in a middle school.

Winston Churchill Collegiate was one of the sites for the Learning

Consortium's Secondary Option. It is a large, diverse, urban high school with a fairly

traditional departmental sti cture. This year it was the "home school" for a cohort of

four stu&nt teachers for the entire year. Outside of the preservice option, the school

has had only limited involvement in Consortium aciivities.

The principal mentioned that the Poard supports site-based minagement, and

that there wac site-based management withir. the school. A committee (CMT)

developed their strategic plan, and the committee has he power to determine

curriculum evaluation. There has been some re )fessional development on outcome

based education (new Ministry initiative) for department heads and some teachers by

invitation where possible. She noted that department heads want more coltrol and a

greater role in developing policy, which she welcomed. However, the m inagement

of the school still appeared to be quite hierarchical along seniority lines. Student

teachers noted that while some departrntnt heads shared in decision making, few

other teachers seeined to have a voice in the process.

The teachers that we spoke to tend to work in isolation. 1 hey were generalk

frustrated with Ministry initiatives, felt a lack of power other than in their
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classrooms, and had no articulated vision of school change. The principal also said

she was not sure of the movement of change. She felt that coordination between the

board and the school was "disjointed." She noted that teachers were very frustrated --

"for the first time teachers are feeling unsuccessful. The Ministry' s approach to

change is fragmented' . There have been three different Ministers of Education in

four years and the frequent changes in policy have been frustrating." She cited a

lack of resources, especially for professional development, and also a lack of student

preparation for high school as sources of their frustration.

One of the stadent teachers, felt that the motia ation of the students seemed

lower at Churchill than at other schools where he had done his practicum

placements. He thought that was in large part due to the attitudes of the teachers.

They generally had pretty low expectations of students and didn't push them. He

observed on ly a limited number of teachers, but he felt that most were pretty set in

their ways.

While cooperative leacning is a Mir i stry initiati ve and a strong focus of the

FEUT preservice program, the student teachers reported that they didn' t see much

cooperative learning in use in the school. On the other hand, teachers at Chuichill

noted that they didn't see the student teachers attempting to use cooperati ve learning

strategies either. Basically there did not seem to be a culture of change in this school.

Student teachers' observations of the faculty at Churchill were consistent with the

principal' s assessment of the faculty ' s frustrations with mandates for change, 'They

moan and groan when they hear about anything new. They Aon't see change as

anything positive."

The school' s ex perience with the Secondary Learning Consortium Option this

year was not a positive one. The Churchill faculty identified the main problent as

being a lack of cornnmai cation about their role, especially in terms of evaluating the
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students. MI of the communication regarding the preservice program went through

the principal. The associate teachers (cooperating teachers) never saw anyone

from FEUT until the last week of the program. There was no direct communication

between any of the associates and the FEUT program coordinator, even though

significant problems had developed with two of the student teachers at Churchill.

Associate teachers were also disgruntled about the low remuneration they received

for supervising student teachers. Two of the four teachers said they wouldn't take

another student teacher in the future.

The student teachers reported that the strength of the LC Secondary Option was

the sense of cohort that had developed among them. The 23 students in the secondary

option provided strong support for each other, and the four student teachers at

Winston Churchill became a particularly tight knit group. As they didn't share

common subject specialization, the teacher candidates' discussions revolved around

shared experiences and concerns such as classroom management and lesson plans.

One of the Churchill cohort felt this was particularly important because the student-

teachers did not feel part of the school. The faculty at Winston Churchill didn't talk to

the student teachers outside of their home department.

The combination of factors present at Winston Churchill are not uncommon

given the inherent contradictions in educational change. The high school views the

changes required by the ministry to be a series of externally imposed regulations,

disconnected from each oiner and in direct contradiction to the traditional practices

of the school. Mandates are insufficent to bring about change (Fullan, 1993). The

development of the skills and attitudes necessary to implement new practices

requires tiaining and practice, in addition to the commitment and motivation to

change. Years of temporary changes have resulted in frustration and skepticism that

the nihndated changes will address the real issues teachers face in their classrooms.
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FEUT's Preservice Teacher Education Program

The core of the Fact) of Education at the University of Toronto has always

been teacher education. They train 1,100 preservice teachers each year, and provide

continuing education courses (AQ or Additional Qualifications courses) to about 5,000

experienced teachers. Until recently the Faculty was staffed largely hy "non-

romotables," people who did not have doctorates and who did not do research. With

new leadership many changes have been initiated. The dean advocated working

more closely with schools, consequently several different options innovative pilot

teacher education programs were developed. They currently have seven different

options at the elementary level alone, with a number of people teaching in mere

than one option. These options were in part a return to some experimental programs

that had been tried in the late 70s when there were a number of field-based teacher

education programs. A number of people who were involved in those early programs

are still around and they were interested in working more closely with schools.

One of the pilot programs that has developed in the elementary department in

the last five years is what is known as the "Learning Consortium Option." It came

about when one of the "staff developers" in the LC made a proposal to the Consortium

to become more invol ed in the preservice component. It was efficient fot her to

develop this program in conjunction with boards where she had already established

a relationship through the summer institutes and training of trainers initiatives,

This was an example of the dean's "Ready, Fire, Aim" approach. It began in the 1989-

90 school year with a small cohort of 30 junior/ intermediate preservice students. It

was later expanded to 60 students, adding 30 primary/junior students.

One of the goals of the elementary Learning Consortium Option is to socialize

students into a culture of collaboration. Cooperative learning is the dominant mode of

instruction used in the program. The techniques are rnodelekl and reinforced with
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extensive opportunities to practice both in classer at the university and in their

student teaching placements. The program requirements structure activities to

reinforce the norms of collaboration. For example, teacher candidates are required to

maintain a portfolio throughout the year. While students are free to choose of entries

in their portfolios, there are some specific requirements to guide their development.

Student portfolios must cover three general areas: the pragmatic, theoretical, and

experiential. In addition, students are required to share their reflective writing with

others: colleagues, associate teachers, or University instructors, and to get feedback

in writing from others on their ideas. This has proved an effective vehicle for

stimulating dialogue and identifying common areas of interest among colleagues.

This is an example of the need for pressure and support in early implementation of

change initiatives that Fullan & Miles (1992) refer to. Student teachers did not feel

coerced, as they found the practices to be beneficial.

Collaboration in the preservice component is also evident in the joint

planning sessions between faculty members and the staff of the Learning

Consortium schools conceraing the practicum, course requirements, classwork, and

in-service sessions. Collaboration also occurs among the student teachers in their

university classrooms as they work together in base support groups. The base

support groups (BSGs) which are composed of different people from their cohort

groups for their practicum experience in schools, and serve as support groups

during the formal classes at the university,

In the beginning of the program there is a lot of emphasis on team building

and community building among the L.0 cohort. The first few weeks are spent creating

a safe environment where it is comfortable to take risks, and to ask for help. They

spend a lot of time on "getting to know you activities." According to one of the student

teachers, "It was a well-thought out sequence that gradually increased the level of



disclosure that was involved. The culminating activity was producing a book about

"ME". Then we had a day where we walked around and experienced each other's

books. We learned about everyone's talents. As a result we have really developed a

network that we all rely on. I've been used and I've used other people."

Students were unanimously positive about the program coordinator, and

described her class as "incredible." It is taught completely through cooperative

learning processes, "The course is full of practical curriculum ideas. Her textbook is

wonderful and I can't say that about many of our texts. Her class is 100%

applicable."

In 1990 the Learning Consortium sponsored a pilot induction program to

support beginning teachers who were graduates from the Learning Consortium

Option. One of the features of the pilot was an electronic network that connected the

beginning teachers with each other and with a few of the option's faculty to

maintain a support network during their first year of full-time teaching. The pilot

continued for a second year and third year, but was discontinued aster that due to a

lack of resources.

The Learning Consortium Option continued to evolve each year Enid also

worked to strengthen ties between the university and partner schools. In 1993 they

began associate teacher (cooperating teachers) training through three associate

suppers during the year, The LC also initiated a joint preservice/inservice institute

on cooperative learning, where preservice, associate, and other experienced

teachers learned together and then collaborated on implementation during their

year-long in-school experiences. The shared learning experience was found 13 foster

collegial relationships between the teacher candidates and their associates, In a

follow up survey of first-year teachers who graduated from the program the new

teachers identified the preservice program as being the most influential factor in
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shaping their beliefs about working and learning with others (Rolheiser & Hundey,

1993).

The Learning Consortium has facilitated the development of the preservice

program in a number of ways, most importantly through the network of people to

draw on, the product of sustainee relationships. The option coordinator felt support

from the LC through the ongoing professional development that they sponsored, and

the different initiatives they were developing which were fuel for the Faculty of

Education program. The LC has provided resources, both in terms of financial

support and expertise. Many of the people who became key resource people for the

preservice program were involved in the initial Trainer of Trainers series (10

sessions) that the LC ran in 1989. In addition, a grant of $400 per year was given to

each participating school to support in-school projects.

The Learning Consortium's Option is grounded almost exclusively on

cooperative learning. The program coordinator explained her rationale that within a

one year program, she can either teach many models of teaching superficially, or

she can teach one well. That is what she has chosen to do. FEUT students indicated

that they now feel quite comfortable using cooperative learning strategies

Elementary preservice students found their coursework at the LC option was

always relevant to their experiences in schools, but felt that the Faculty was not

always in tune with the schools. For example, they had not bee introduced to some

approaches to instruction that were prevalent in classrooms where they worked.

Other than in the few schools where strong relationships had been built, there was

generally very little communication regarding the Faculty's expectations for the

student teacher's development, The selection of associate teachers was not always

expedient and in some cases student teachers felt their learning had been co-opted

by their associates, who played a major role in evaluation.
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Modeled after the elementary LC Option, a new Secondary Option was started in

the 1992-93 school year. It was set up as a three year pilot in fow high schools, one

in each of the consortium boards. The Secondary Option has more structural

limitations than the elementary program, given the subject specialization in

secondary schools and the small number of students in the pilot program (23). These

limitations strained the cohort concept with too few students placed at any one

school, and only a few of the university classes were exclusive to the option; students

took their content methods courses with students in the "regular" program. In

addition, there was no "dedicated team" of faculty assigned to this program.

There are a number of issues that made the Secondary Option a less satisfying

learning experience for student teachers. There was a shortage of exemplary

teachers willing to take student teachers, so there has been no careful selection of

schools or associate teachers. Some students have questioned why they were placed in

the schools where they wtre as many are not healthy schools, and many of the

associate teachers were not particularly effective teachers. In the past, the LC board

representatives chose the schools, but there was little investment in building

relationships with these schools. In many cases the associates teachers had no

personal contact with anyone from the university. The schools felt no ownership in

the program, and in fact, felt exploited due to the "insulting" low pay, lack of

communication, and the lack of continuity in the students involvement in the school.

Students in the secondary option also found the coursework to have little relevance

to their practical experience, and to lack substance. One student noted that of his

$3,000 expenditure, he felt he got about a 40% return on his money.

All of the students noted that the strength of the program was the support

network provided by their cohort, both in the class of 23, and among the small

number who were placed together in a school. However, student teachers did not feel
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treated as colleagues or respected for their knowledge and skills, either by their

university instructors or by their associate teachers. One teacher candidate was

amazed that so much support was needed at "teacher's college," but found it was

essential given all the issues they had to confront.

One of the major impediments in the secondary program has been the lack of

staff to support this project. Coordinators in all options are only given one hour per

week for program coordination and, as a result, the secondary coordinator has relied

on the students to relay information to their cooperating teachers. In addition, the

heavy work load and multiple program responsibilities assumed by the coordinator,

as well as the geographical distance between schools, prohibited face-to-face contact

with all the participating schools. The coordinator recognized a need to think more

deeply about the general dual mission of the program: to get to know the wider school

culture, and to develop content specialization, which requires a fuller range of

teaching experiences. Both LC option coordinators felt it was critical to establish a

coordinator role in the school to be a liaison with FEUT, to facilitate communication

and jointly explore option issues as they arise.

The FEUT administration acknowledges that a slnificant challenge to the

Faculty is sufficient staff with both the leadership skills to work effectively with

schools, who also have the subject matter and pedagogical expertise to provide

quality preservice education. In most of these options there is a heavy reliance on

school-based adjunct faculty. One option haF only 10% tenure track faculty

participating. While FEUT recognizes the value of school-based faculty there is a

push to increase the percentage of tenure-track faculty participating so as to

maintain program coherence and leadership. Otherwis t. there is a high turnover rate

school-based faculty are only temporarily seconded, (usually for a two year period)

so there is a lack of long-tei in leadership, commitment, and program consistency.
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FEUT is now engaged in the design of a new two-year program (to be piloted in

Fall, 1995, and to be fully implemented Fall, 1997). There have been few systematic

evaluation of the various options or pilots that have been offered thus far. Each of

the coordinators has been required to submit reports, but with few exceptions these

have been self-assessments .

The Faculty of Education Culture

Part of the mission of the Learning Consortium is the transfornation of the

Faculty of Educat'on (as well as that of schools and boards) to environments of

continuous learning. Faculty renewal began with the introduction of new leadership

in 1988, but chpnge has been slow within FEUT. Right from the beginning the

direction of the Consortium has been driven by the boards. The dean attended the

planning meetings for the first year. At that time, there was a sensc that the dean

was the partner more than FEUT. Early on when the Consortium got Faculty members

to attend events in the Learning Consortium, some faculty were disappointed, even

angry they didn't see arything in it for them. A small portion of FEUT faculty have

been active, satisfied participants in LC sponsored initiatives.

Within the Faculty itself, perceptions of the impact of the LC vary

substantially; to some the impact has been minimal. Among the administrators the

perception was that there has bee» a gradual change in culture. One of the spin offs

from the Consortium efforts has been to establish partnerships with other boards.

Developing partnerships is one o: the central things that the Faculty has done,

locating other preservice options in other boards. This has reinforced an expectation

of change and the value of fieldwork. To what extent the high profile of the LC may

have influenced the development of other partnerships is difficult to determine

because of the overlap in the dean's role as an advocate for partnerships within both

the faculty and within the Consortium, FEUT is an extremely large teacher education
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program, with about 1000 students, and including part time and seconded staff,

nearly 100 faculty, so the LC is only one small facet of the larger program.

The dean's influence is also seen in the expectation of ongoing professional

development for FEUT faculty; although not a formal requirement, it is an explicit

normative expectation. Among the FEUT faculty the perception of these changes

varies depending on one's position and personal experience with the changes. Some

of the "older" faculty find the changes threatening, and wonder if there will still be

a role for them. One described the new research expectations as "brutal." Even

among some faculty excited about new learning opportunitie there is a feeling of

isolation, sine- there has been little perception of a collaborative culture within the

Faculty.

For others, whose professional activities are completely embedded in

experimentation and in creating innovative programs, the changes appear more

pervasive. The UNITE program (Urban Network for the Improvement of Teacher

Education a partnership of nine universities in North America engaged in the

exploration and development of urban teacher education programs) has been a

factor, because it provided resources for University Staff Development. It has

supported a Faculty Development Committee which has organized learning

opportunities, particularly with a focus on teaching. They have started by looking to

the expertise of their own faculty. For example, a small group of faculty are

participating in a portfolio study group. They spent a year reading the research and

discussing ideas. Then everyone in the group (4 or 5 faculty) made a commitment to

try to implement them in someway in their courses the following year. One

participant found that the group was a critical support group for her, giving her the

courage to venture into this area. It has also helped her to experiment with a lot of

different ideas over the iast two years. That study group is now writing a book
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together. The use of student portfolios has also helped one professor connect with

her colleagues as she sees in students' portfolios what other instructors are teaching.

She felt that this has made teaching at the Faculty more public, and therefore more

accountable.

Ancther activity arranged by the Faculty Development Committee was a

session at the Faculty called, "So what have you been doing this year?" It was al

opportunity to share ideas, get feedback, and make a public commitment to learning

new skills. Many concurrent sessions were offered providing opportunities for

informal discussions. They shared materials and discussed issues and challenges.

These are new experiences at the Faculty, which some saw as an indication that they

are beginning to do business differently.

Changes within the Faculty have made workload a burning issue. Field work is

time-consuming and labor intensi ve. There is a need to coordinate projects, research,

and work in the field, as well as acknowledge the importance of development work.

The traditional reward structure of the uni versity places a greater emphasis on

research than on service anii program development. This dilemma has stimulated

discussions about new definitions of "scholarship," and a "workload" subcommittee

has been established to address these issue, but, as of yet, there is no policy. Among

the new faculty who are com. ng up for tenure in the near future, the bottom line

still seems focused on traditional academic standards (i e., publications in refereed

journals.) New professors have a reduced teaching load for their first two years and a

mentor to guide them through the tenure process, however, there is no guidance in

developing an integrated fieldwork and research program. Three new faculty have

already come and gone largely over this issue.

The issue of workload speaks directly to FELIT' s goal of making partnership a

way of life. There are still signi ficant differences between the v alues and priorities
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of the schools and the university. Within the Consortium boards, relationships have

strengthened over time, but not without a significant sustained effort. They have

now the experience of five or six years of working together. Each of the partners has

found ways to use the Consortium for their own development. A board representative

observed that "the partners in the LC are four very large Boards with their own

culture and structure. The Learning Consortium has been adaptable rather than

prescriptive and that has allowed it to survive." The development of successful

partnerships between FEUT and schools will require similar sustained investments of

time to address differences in cultures, and to develop symbiotic relationships.

The different perspectives on educational research demonstrate both the

synergy that has developed and the tensions that still exist between schools and the

university. There is a strong push to develop the research capacity of the Faculty.

Similarly it is a mandate of the Consortium to evaluate their efforts md contribute to

the knowledge base on teachtr development. The school boards have become much

more aware of research, they have become mote exposed to the international

research community tarough conferences, and they have become critical consumers

of research. This development has not, however, been as equal partners. Board

researchers have been disappointed in the lack of exposure to and involvement of

university researchers in the partnership. Particularly at OISE, the university

community is focused on publishing in scholarly journals and disseminating their

work, while at FEUT where there is less of a research tradition, the faculty had less to

offer in the research are, although this gradually changing. The schools, on the

other hand, are more interested in the applicat,on to their own situation, and how to

improve their practice.

The difference in values is also evident in the structure of preservice

programs. Implementation expertise exists and is growing within the hoards and the
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school-based educators feel it must be respected as comparable to the theoretical

expertise of the university faculty. In addition they feel there needs to be more

concern for learning opportunities for associate teachers if this is to be a mutually

beneficial collaboration. The partnership must contribute to the school as well as to

teacher candidates teachers must be invigorated by their ir olvement and given

learning opportunities. It is starting to happen in sem: of the Learning Consortium

partner schools, but not consistently. It is less common outside the Consortium

program.

Within the Scarborough Teacher Education Center there s little collaboration

or even agreement about what good teaching is, or what skills teachers need. The

relationship was described as an "ivory tower hierarchy," where the university

faculty make a distinction between teacher "education" and teacher "training."

University faculty stress the theoretici I foundations of education, while school-based

teacher educators stress how and what to teach. These differences are captured in a

school-based teacher educator's question, "When you look at the contrast between

"education" and "training" what is more important? Learning cooperative learning

skills or Piagetian tasks?"

Similarly in the design of the new two-year preservice model, the formal FEUT

position is that it has been a collaborati e process. However, time constraints have

prevented broad-based participation. Within the Faculty, two years of faculty

meetings and committee work have dealt with the design, and there have been some

open discussions about issues, but then it stopped when administrative decisions

needed to be made. Some faculty felt that the discussions were not carried through tf

conflict resolution, and as a result there is not a sense of ownership on these

decisions among the faculty. It should be noted that at this point the pilot for the

two-yera program is a "work-in-progress." University faculty and educators in the
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partner schools continue to work together to shape and define the program as they

go.

From the perspective of school-based educators there has been relative!, little

involvement of the schools in the design process. The new design for teacher

education has been discussed with the boards, at the upper levels between

administrators from OISE and E UT and directors and a select few board

representatives. For the most part, boards were inform 'd after decisions were already

made. The boards have expressed concern about quality control: of student-teachers.

of associate teachers, and of teachers at FEUT. Forn he pe pective of the boards,

th re are a few exceptional teachers at the Faculty of Education, but very few of the

FEUT faculty have credibility with the boards Similarly, there are questions about

associate teachers: How are they chosen? How qualified ar they? Currently it is

predominantly anyone who volunteers. Th( re is little selectiv ity and no supervision.

This issue is also a concern to preservice students who recognized the profound

impact that supervising teachers had on their learning experiences.

The new model planned for preservice education does attempt to tie together

echer development and school development. FEUT is working on strategies to try to

fac litate both of those by using grad!. ate students to assist in the schools, and by

integrating professors who do research to develop new knowledge strategies made

possible by the merger with OISE. The elementary Learning Consortium ( iption

demonstrated both that this can work, and that it requires significant investments on

the part of university faculty to make the partnership work. The need to find or

develop faculty with the capabilities necessary to implement the new model on a

large scale will erriain continual challenge or the university.

CAILIAL ALLIALY111

In an attempt to find an economical way of summarizing the development of
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this complex reform initiative a "c ,usel network" (Miles & Huberman, 1994) was

constructed. One purpose for constructing a causal network is to raise the level of

abstractiun beyond specific events and individuals, to an inferential level that can be

used to generate more general explanations across cases. The causal network tries to

put on one page the main factors, and the effects that have been influential within

each site. For each case a list of variables was generated that seemed to be important

in the development of the partnership. For the cross-case comparisons, the lists

from each of the three cases were compared and common variables were identified

that were empirically meaningful in all cases, allowing for some case-specific

variables that were particularly important in a given site. A core set of 25 variables

was produced. The model of school-university partnership that was derived from

generalizing across the three sites is displayed in Figure A. The 25 variables are

grouped into ten thematic categories. The variables were then arrayed temporally as

in a path model. The general model describes the key ingredients that seemed to be

critical to the partnerships formation, it's development, and the outcomes of the

collaborative arrangement.

The construction of the causal network was a useful analytic tool for sorting

out he major factors and assessing their impact in the overall reform effort.

However, many readers find the complex chart difficult to decipher. For the

interested reader the complete causal network for Toronto and the accompanying

narrative explanation can be found in Appendix II-A. A simplified explanation is

provided here to outline the logic of the analysis.

The antecedent variables that were most significant to the formation of the

Learning Consortium are listed in Table I. As displayed, the primary players prior to

the partnership formation were the university and board leadership. A study

documenting the inadequacy of teacher education programs in Ontario created
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political support for reform within the province and within the University of

Toronto. The appointment of a new dean at the Faculty of Education stimulated the

leadership of three school boards to entertain the possibility of a partnership. Their

shared visions of the possibilities were supported by the provision of temporary

external funds for start-up. More important, however, was the commitment of

internal funds from each organization to make the partnership a reality.

Over the course of its seven year history, the success of the partnership and

the associated developments within the university, school boards, and individual

schools were due to a number of factors, most notably stable leadership within each

of the institutions, the volume and variety of sustained professional development

opportunities, and the orresponding renewal occurring within the boards to

support professional learning. Table 2.2 lists the major variabhs that have

contributed to education reform, first within the school boards and schools, and then

within the university teacher education program.

The partners joined together around a commitment to a shared vision focusing

on teAchers as life-long learners by linking preservice, induction, inservice, and

leadership development to school development, with the expectation that

improvements in these areas will lead to improvements in student learning. The

strategy chosen to achieve this goal has been an extensive menu of professional

development opportunities, primarily for experienced teachers. A focus on

instructional strategies supplemented existing board renewal efforts to support

individual school development Learning Consortium programs helped build the

capacity of the boards to provide assistance to individual teachers and schools, and

contributed to substantial reorganization of the boards structure to support these

efforts.

The leadership within the I.C, the boards, and FEUT worked torether to devdou
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trust, enabling a situation of "mutual exploitation," where each member organization

could use the partnership to further their own organization's goals. The cumulative

pertise enhanced each member's knowledge base. The range of Consortium

?ponsored professional learning opportunities has expanded from the first few years

when the major summer institutes and associated follow-up activities were the

primary activities. The repertoire now includes workshops on a range of issues

(transition years, leadership training, induction), some collaborative research and

professional development projects, as well as support for a pilot preservice program

and joint preservice/inservice training. The impact of these professional

development offerings is most evident in schools, such as Roland Michener, where

there has been the greatest overlap and intensity and consistency of learning

opportunities through LC programs, board assistance with leadership training and

instructional strategies, a partnership with the LC preservice option providing both

teacher leadership opportunities as mentors, and the joint preservice/inservice

training. A noticeable absence in Table 2.2 is that this extensive menu of professional

development has been developed without the benefit of external funds. In fact, some

of the LC institutes and conferences have been so successful that they have become

revenue producing events.

Durham board has developed the capacity to expand their professional

development program even during a time of economic cuts by developing a cottage

industry of providing training outside their board. The board's expertise in

cooperative learning and classroom management have helped them establish a

broader professional network.

FEUT leadership shares a vi,ion of teacher development with the Learning

Consortium and member boards. This vision is evident in the plans for the new two-

year model of preservice education Although the FEUT faculty approved the plan for
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the two-year model, there remains substantial variation in the beliefs about what

that program will or should look like. With the merger of two very different cultures

that exist in OISE and FEUT, developing a shared vision for teacher education will take

some time to come.

The connection with an external network, UNITE, has expanded FEUT's

interactions with other urban universities, as well as provided one of the few

instances of external funds to support faculty development. Some informal study

groups have developed and a faculty development committee is organizing additional

learning opportunities within the faculty of education. Although FEUT faculty are

invited to all Consortium events, participation is not widespread. A core group of

faculty who have been active have made major contributions to board and school

development through inservice training and the preservice pilot program. The

'Leadership within the schools and the boards has also enhanced the university's

preservice program by providing more exemplary schools in which future teachers

can develop their skills. OISE has had only minimal involvement in the Learning

Consortium, with a f...Av faculty participating in collaborative research and speaking

at LC events.

The alignment of renewal efforts across organizations has contributed to

enhanced professionalism of educators in the Toronto area. Table 3 displays the

influence of these efforts on five indicators of educator professionalism: developing

a culture of inquiry, ongoing teacher development, a collaborative culture,

expanding professional networks, and a strong client orientation toward the multiple

clients within education to the children, to colleagues, to prospective teachers, to

the community, and to the teaching profession as a whole. The most obvious

observation is that all ut these factors have the potential to contribute to increased

professionalism. The power of the many learning opportunities is increased when
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they are numerous and have a coherent focus . (e.g. cooperative learning in Durham),

they reinforce one another (e.g., LC pr,!service program, cooperative learning in LC

and board), and there are regular "conceptual inputs" (Huberman, 1995) from

external contacts.

Table 2.4 summarizes both the transitory and durable changes that have been

produced in more than seven years of reform in Toronto. The most rapid Lhange and

structural alignments to support those changes have occurred within the boards and

individual schools. While significai t changes have developed within FEUT, it has

lagged behind school-based developments, and most changes have yet to become

established practices.

The development of this complex reform initiative just described in three

interconnected, yet independent streams, can be understood by a closer examination

of the alignment of each institution along eight critical dimensions. These factors,

Vision of Learning, Leadership, Professional Development Strategy, Opportunities to

Learn, Commitment to Research & Inquiry, Communications, Organizational

Arrangements are summarized in Table 2.5. A ninth factor emerged during the

course of the study and has been added to this discussion, that is the important of

Personal & Professional Relationships in making partnerships work.

Vision of Learning

A consistent theme across each of the organizations that make up the

Learning Consortium is a focus on improving the quality of learning, for everyone

within the organization, but particularly to support learning in schools. The

Lguniag____Canssatium:s vision of learning is the transformation of schools, boards

and faculties of education to places of continuous learning through ilteracti ve

professionalism The focus is on teacher development as life-long learners by

55
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linking preservice, induction, inservice, and leadership to school development.

Consistent with that vision, the vision within the Faculty of Education is to

strengthen the capabilities of the faculty in field-based research and practice and to

make partnership with schools a way of life (Faculty of Education, University of

Toronto, 1995). With the hiring of the new dean, the focus of FEUT began to change.

He is attempting to strengthen the depth of the teacher education curriculum by

hiring faculty who are committed and skilled in field-based applied work. He

continues to look tor people with both research skills and substantial subject matter

expertise, who are also highly collaborative. FEUT's goal is to have all preservice

students and faculty teamed and linked to partner schools. To do this they have to

have faculty who have credibility with the schools. A number of experimental pilot

programs have been developed within the Faculty since the arrival of the new dean,

and they are currently in the process of redesigning the entire program to

strengthen partnerships with schools.

This vision is more 4ecifically spelled out in the elementary Learning

Consortium Preservice Program where the vision has focused on the creation of

strong professional communities based on collaboration and reflection.

The vision of the Durham Board is based on the belief that the strength of the

classroom is the source of strength for the district. The focus on instructional

strategies, particularly cooperative learning is toward improving student learning.

Both of the schools, Roland Michener and Pine Ridge are focused on putting the

needs of the students first, in the development of life-long learners.

In the Scarborough Board, once again the vision is focused on student

learning, to educate every child by turning the rmsanization chart upside down, with

all resources directed at supporting learning. At SamuzI Hearne the empha5is is on

empowering students by giving them chok, and malOng them responsible for
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their own learning. No clearly articulated vision was evident at Winston Churchill,

although there was an emphasis on learning outcomes.

Leadership

Toronto has experienced remarkable leadership stability during the life of the

Learning Consortium, and has benefitted from strong leadership at many levels, with

the Faculty of Education, the Learning Consortium, within the boards, and in

individual schools. Common characteristics found among almost all of the people in

leadership positions are that they are well respected inside and outside of their

organizations, they are accessible, that they have a clearly articulated vision, and are

comfortable with, and visibly involved in change. They recognize "readiness" in

individuals and situations, and act by encouraging others to assume leadership roles

through the development of a critical mass of expertise.

Two examples demonstrate t , role of these characteristics in leadership, one

at the individual level and one - organizational level. The dean of the Faculty

played a prominent role in the establishment of the Learning Consortium. In the

first year of the partnership, he attended all of the Planning Committee meetings,

took an active role in the first Summer Institute, generously shared his own writing

and that of other scholars with the board representatives, and played a significant

role in shaping the vision and direction of the partnership. As the partners in the

Consortium developed a strong shared sense of direction, they assumed leadership in

developing the Consortium agenda. While still an important presence in the

partnership, the dean has been able to "fade" into the background as many from the

boards have assumed leadership roles in the various Consortium initiatives.

Similarly, the Consortium itself has provided leadership in the development of

professional development models for a range of teacher development efforts:

cooperative learning, conflict management, induction, managing change, evaluation
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and assessment, anti-racist education, and more. The collective expertise of

Consortium partners worked together to develop the models. When substantial

expertise had been built within the boards, the boards assumed leadership in further

developing the initiatives. In this way Consortium-related developments have been

interwoven with other developments in their system. The result has been a greater

coherence of staff development programs and integration of staff development with

broader system goals.

A good example of this devolution was one of the early initiatives of the

Learning Consortium that was stimulated by the Halton Board, the development of an

induction program to support first-year teachers Halton had recently hired a large

number of new teachers, so the induction program was particularly important to

them. They developed an extensive p:ogram within the board to support first-year

teachers. If participation is an indication of effectiveness, the program was quite

successful. Whenever a school hired a new teacher, tey would call the induction

office well in advance to line up a mentor. The initial 20 mentors in the induction

program in 1990 were teachers who had participated in the original summer institute

and had assumed leadership positions in the board. One board administrator noted

that "Teacher empowerment at the school level has been a real bonus of the

induction program. There is power in the model. The induction program has had a

huge impact on mentors. It increased their pro -essionalism by engaging in learning

and supporting others' learning." Other LC boards benefited from Halton's extensive

development in the area of induction, and have adapted the initiative to their own

needs.

Another Consortium initiative was A.C.E. (Assisting Change in Education)

training. This focused on leadership skills for administrators and board specialists.

The leadership training was picked up in both Halton and Durham to support
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implementation of school growth plans. In this way leadership has developed at the

school level, with both administrators and teachers assuming new roles in improving

instructional practice; at the classroom level.

The attention of the Consortium to local needs and priorities of its members has

helped to create cortunitment to the partnership and encourage local initiative. Each

of the boards bring to the partnership its own areas of expertise, and many leaders

have emerged to spearhead initiatives. In addition, a strong nucleaus of leaders have

developed within the boards (many of whom were part of the original cohort who

participated in the LC's training of trainers program), to steward district programs.

However, it is important to note that the association with high profile "famous

people," who also are accessible and effective in working with constituents has been

an important psychological association for the Learning Consortium.

Professional Development Strategy

Within the partnership organization the strategy of professional development

has been fairly traditional inservice, but not of the or.e shot variety. The focus has

been on linking teacher development with school improvement by increasing

instructional effectiveness. The major vehicles have been workshops, conferences,

and institutes that are lesigned to incorporate principles of effective professional

development practices (Joyce & Showers, 1988). Follow up was provided both through

on-going Consortium activities and by the infrastructure developed in each board to

support local school improvement. For each Consortium partner, LC initiatives have

developed differently, influenced by factors such as their particular organizational

culture, previous history of' staff development, and board priorities.

While the FEUT faculty are invited to all Consortium events, and Learning

Consortium activities have been vital professional learning experiences for a small

number of faculty, participation has not been widespread. Within the university the
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professional development strategy has been slower to develop, but has been more

colleg'al, utilizing an infusion of new faculty with different skills to create a

situation of "positive contagion." "Job talks" from prospective candidates and

discussion and study groups on new ideas have begun to change the culture of the

faculty. Within the Learning Conblrtium preservice option, the program has also

focused on learning from peers through collaboration. Joint learning opportunities

for preservice and associate teachers have fostered collegial relationships among

novice and experienced teachers, and have contributed to the socialization of future

teachers into teaching as a collaborative enterprise.

Opportunities to Learn

Throughout the partnership the opportunities for learning are varied and

plentiful, and are moving from a top-down centrally controlled model toward

tailoring to individual school needs. While the Learning Consortium continues to be a

catalyst by providing centrally organized, large-scale learning opportunities such as

the International Conference on Evaluation (ICE), the districts have used these

events to seed new initiatives within their own boards. For example, in North York.

100 people from the board attended the ICE conference and they all continued to

attend building-based follow up sessions desig,ied to facilitate implementation of

performance-based assessment and portfolio assessment within the board's larger

system-wide testing.

Increasingly the Consortium has recognized the professional development

value of providing teachers with opportunities to talk to other teachers, to share

personal experiences with change and n..w instructional practices. To promote this

kind of interaction the Consortium has tried to highlight "best practices" at

workshops and conferences in a less formal setting. The Consortium has aiso

sponsored a Mini-Projects program to encourage collaborative projects across
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organizations within the partnership. The criteria for awarding funding are that the

project support teacher development and school improvement, and that they have to

involve people from at least two Consortium partners.

An outgrowth of the Learning Consortium's successes and growing reputation

have been opportunities for establishing linkages with other groups outside of their

member organizations. They have co-sponsored with the Ontario Secondary School

Teachers' Federation a "Stay in School Project." The Consortium sponsored

"International Conference on Evaluation" brought exposure to researchers from all

over the world. The UNITE project has brought the Consortium in contact with eight

other university teacher education development efforts in the United States and

Canada.

Additional ct,rnections with outside groups have developed within individual

boards. Durham has developed a cottage industry providing training in cooperative

learliing and classroom management. They have developed a cooperative

arrangements with educators in Vermont, Holland and elsewhere. For example, in

Vermont Durham provided classroom management and cooperative learning

training, and they learned about portfolio assessment from those in Vermont.

Research and Inquiry Base

There has always been a commitment on the part of the Consortium to evaluate

all of its programs to determine their effectiveness, and to identify needed changes

and improvements. There has also been a commitment to disseminate what has been

learned through the partnership. A substantial amount has been shared through

articles, presentations at conferences and workshops, and in-house reports (see for

exampie, Erskine-Cullen & Manning, 1995; Erskine-Cullen, Rolheiser, & Bailey, 1993:

Rolheiser & Hundey, 1992; Watson & Fullan, 1992; Zywine, 1991). Although tesearch

has not been an integral part of the work of the Consortium, this aspect is growing.
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Increased awareness and expertise in the boards has facilitated this focus (e.g.,

Scarborough joining the LC with a strong research department, and Durham has

recently established a research department). There has been fruitful cooperation in

a few cases, but the affiliation with FEUT and OISE has not had a big impact on the

boards. Although OISE has a strong tradition of research, it has not been an active

participant in Consortium initiatives. A few OISE faculty have conducted some

collaborative research in Consortium boards. One of OISE's contributions was an

attempt to establish a field-focused doctorate to create stronger ties between

educational research Ind practical work in schools and school systems. The program

however, never really got off the ground. Similarly, while the research emphasis is

growing within the Faculty of Education, particularly among the new faculty, there

are still very few who do empirical research, ind there has not been a strong

connection between faculty and board research interests. The affiliation with the

university has, however, increased board awareness, and their exposure to the

literature. They are becoming critical consumers of the knowledge base, although

very few are actually conducting inquiry-action research.

What the Learning Consortium has provided to the Faculty is access to schools.

There has been some teaming with schools through joint research projects. They

have introduced some inquiry/reflection into the preservice option, and with the

two year program there will be more opportunity to focus on the development of

inquiry skills. It is a beginning, and a significant step forward having developed

an appreciation of research where there was none before.

Communication

The Learning Consortium has used the hierarchical structures of the boards to

communicate, but the linkages weaken the further they are from the source. For

example, teachers in schools know little about either the Consortium or the
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University's activities. Within FEUT the faculty receive notices of all Consortium

events, but beyond a core of active participants there is little understanding of the

scope of the partnership.

The strong network of professional relationships that has developed among

the members of the Planning Committee has facilitated communication (people

return phone calls!). They share information liberally and utilize each other's

expertise.

Within individual organizations, communication is quite strong, but a

challenge in the large boards. The distance between the organizations is also a

factor. It can take two hours to drive from one end of the Consortium to the other

and that's when there is no traffic. Electronic linkages are developing, but are

incomplete at this point.

Organizational Arrangements

As each of the boards matured in their own teacher developmeiA efforts, they

began to think more comprehensively about system change. An important aspect of

the Consortium is that each partner uses the consortium to develop their own

organization. Each of the partners have used the partnership differently.

Halton had already engaged in a strategic planning process from 1986-88 prior

to the Learning Consortium. Halton began with the Effective Schools movement

examining the school growth process. Halton had focused more on a shared decision

making process through leadership development. Before the Consortium, the Board

had always ad a focus on leadership and teacher development, and the Co sortium

idea came about at a critical time. In 1989 the board was looking for a strategy to

focus the school growth plans. The LC's focus on cooperative learning emphasizing

instructional strategic: and classroom improvement was the piece that had been

missing.
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North York developed its strategic plan in 1991 to focus on student outcomes in

math and literacy. Prior to their plan, in 1988, North York had been working on peel

coaching and other professional develoment strategies, without a strong focus on the

rationale for these programs. The LC initiative on cooperative learning gave them

the focus on content -- what they were attempting to coach. North York then used

the LC work to support their board's focus by developing content specific cooperative

learning training.

Similarly, with the appointment of a new director in 1989, Durham identified

five strategic areas to focus the implementation of their system plan. As a result of an

external review in 1992, a number o4 recommendations were made to reorganize the

structure of the board to provide more direct support to teachers and students in

schools. Based on the belief that students need to be actively involved in learning the

board's strategic plan emphasized instruction and school based instructional

leadership. Cooperative, small-group learning became the core of Durham's efforts

to expand the repertoire ot instructional strategies of teachers.

The Consortium itself is looking at its evolving role to respond to changing

needs. Economic hard times have severely cut back the resources available for

professional development in the boards. The Consortium recognizes the need to

reconceptualize professional development that is cost effective.

Within FEUT, the emphasis on the development of partnerships and the

expectations of faculty in terms of research and fieldwork have challenged the

traditional reward structure of the university. Some progress has been made in

; at new definitions of "scholarship," but the system is still fairly traditional.

Although the field-focused doctorate OISE established in Educational

Administration never really got off the ground, its objective was to create a cohort of

students who cultivated a research perspective while remaining focused on their
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practice in the boards. One faculty member thought the experiment may have helped

to loosen some views of his colleagues in OISE about the structure of doctoral

programs. OISE now has a part-time administrative Ed.D program for the first time,

making it more accessible to school-based educators.

Each of these organizations is still evolving, but has made significant

structural and cultural changes to support teacher learning through collaboration.

While each organization has developed its own priorities, substantial alignment of

these developments can be observed across the organizations tied together by 1 heir

shared beliefs about teacher development.

Relationships

Throughout the history of the Consortium the prominent role of personal and

professional relationships is evident. The existing relationships between the new

dean and the directors of the boards stimulated and facilitated the formation of the

partnership from the hP6inning. The relations'aips that have developed among the

leaders in the boa.ds has facilitated Consortium initiatives, as well as developments

within individeal boards. Relationships between the university and schools have

contributed to more productive learning for both preservice and inservice teachers.

The development of strong collegial relationships among the cohort of teacher

candidates was critical for both emotional and intellectual support throughout the

student teaching experience, and has established important professional networks

for their future careers.

Perhaps the most profound evidence of the importance of these relationships

are the consequences that result when they don't exist. When there has been no

investment in fostering strong relationships with schools and associate teachers, the

experiences of both student teachers and supervising teachers have been less

productive and even quite stressful and detrimental.
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Despite the strong leadership role of the dean, the relationship between the

Consortium and the university faculty has been slow to develop, and many felt the

impact of partnership had been limited by the :aci, of university and OISE

involvement. Within FEUT, participation has not been extensive. Although there is

an awareness of workshops, and events, there has not been a strong presence or

understanding of the partnership other than through the preservice option. The

strong relationships established with schools by a small core of FEUT faculty have

substantially changed perceptions of the university faculty. The Consortium has

opened the doors to establishing relationships, but securing them has required a

substantial investment, sustained over time, by each individual faculty member, one

person at a time.
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Appendix II-A

CaPriAl--452114ii

In an attempt to find an economical way of summarizing the development of

this complex reform initiative just described, a "causal network" (See Figure 2-A)

(Miles & Huberman, 1994) was constructed. One purpose for constructing a causal

network is to raise the level of abstraction beyond specific events and individuals to

an inferential level that can be used to generate more general explanations when

comparing across cases. In three interconnected, yet independent streams, the causal

network tries to put on one page the main factors, and the effects they have had in

the Toronto initiative. At first glance, the figure looks more like a maze of boxes and

arrows than a coherent flow chart. The accompanying explanatory text should help

decipher it. Any further simplification of the figure would not do justice to the

complexity of this comprehensive reform effort.

The network begins with antecedent variables on the left (variables 1-7),

which led up to the formation of the Partnership. The intermediate or intervening

variables describe the evolution of reform, (variables 9-25). The outcome variables

are arrayed in the far right column, (variables 26-31). The o i comes of interest in

this analysis were five different characteristics of educator professionalism: a

culture of inquiry; teacher development; collaborative culture; professional

networks; and client orientation. In addition there was concern fo, the durability or

"institutionalization" of these reforms.

There are three dominant streams in the flow chart. The stream along the top

of the figure has most of the uniumilyillasard_sjtaatian. variables. The stream

along the bottom has most of the lehool board and individual_ school variables. The

middle stream contains the variables that describe the Partnershi p,
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The first three antecedent variables were the catalysts for reform. A study

documenting the inadequacy of current teacher education programs (1) in Ontario

had just been completed when a search was initiated for a new dean of the Faculty of

education. The availability of significant internal funds within the university (2) to

support renewal, convinced the top candidate to accept the position (3). New

leadership (3) at the university stimulated the leadership (5) of three progressive

districts (4) to entertain the possibility of a partrmship. Their shared visions (7) of

the possiLilities, with the assi star.ce of some temporary external funds (6) for start-

up, and more importantly, the commitment of internal funds (2) from each

organization led to the establishment of a school-university partnershil. (8).

The partnership' s focus on teacher development began with an emphasis on

the professional development (11) of experienced teachers. The attention to

instructional strategies supplemented existing district renewal efforts (13) to support

individual school development. The partnership' s professional development efforts

(11) contributed significantly to building the capacity of boards (13,17) to provide

assistance (18,21) to individual teachers and schools (19,20,22,23). Within three years

the infrastructure of the partnership was sufficiently developed that neither a

leadership change (12) nor a membership change were disruptive. The ethos of the

partnership (11) of using the partnership to further each member's organizational

goals contributed directly to the development of a collaborative culture (28) among

its members, and with a strong client orientation (30), enhanced the members'

appreciation for research (24), extended and siren gthened professional networks

(29). The partnership also had a significant impact on teacher development (27)

through a variety of direct professional development experiences (11) sponsored by

the Learning Consortium.
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The partnership's impact was reinforced by the district's support (19,22) of

partnership initiatives. The realignment of district resources (13,17) further

enhanced the districts' ability to provide as, istance (19,22) in the form of

instructional specialists and consultants to work with individual schools (19,20,22,23)

and has institutionalized the availability of such assistance (31). The availability of

district resources to support individual school improvement plans (20,21,23) produced

significant levels of knowledge and skill (26,27) among teachers, created

collaborative cultures (28) in some schools (20,21,23), and strengthened an already

strong client orientation (30). The sustained support from Board A (19) over six years

to strengthen instructional strategies and building leadership (18) has also resulted

in substantial institutionalization (31) of cooperative learning practices.

Board B (17), (depicted along the bottom of the chart) which has a shorter history

with the partnership (16), was also a progressive district (4) with strong leadership

(5), and brought significant resources to the partnership. ale shorter duration of

involvement and the broader scope of district renewal initiatives has produced

inconsistent implementation to date, largely dependent on building leadership (24)

and individual school's receptivity to change. Assistance (22) is available, but not

always sought (25). Where there is strong building leadership (24) and receptivity to

change, a significant appreciation for research (26) has developed and ccntributed

to teacher development (27), the development of collaborative cultures (28),

professional networks (29) and a strong client orientation (30). Each of these factors

has contributed to substantial institutionalization (31) of new instructional practices

and collegial working relations within the school.

Reform of Teacher Education (10) (along the top oi the chart) has proceeded to

a large extent independently of the partnership, but with significant interaction

with the partnership in some instances. The assessed inadequacy of teacher
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education (1) provided the basis for the new administration (3) to launch reforms.

The hiring of new faculty (9) signaled a change in focus, with a greater emphasis on

research (26) and the development of partnerships with schools (8). Two pilot

programs were developed in partnership schools (20,25) that aligned the focus of

preservice teacher development with the professional development foci of both the

partnership and the district. The impact of this alignment in one program, where

there was a strong relationship (bold line) between the university faculty and the

school faculty, was a high level of teacher development (27) and the growth of

collaborative cultures (28) among both preservice and experienced teachers. In the

second pilot, while there was some alignment of the pilot's focus and the

partnership's focus, there was low implementation of the instructional practices in

the partner school (25). In addition, there was little contact and no re l Itionship had

developed between the university and the school. The result was little effect on

teacher development of experienced teachers, and an indifferent to negative attitude

(dotted line) toward the university program.

A third site-based preservice program not affiliated with the partnership, but

located within a partner board (23) is co-directed by one university and one school

based teacher educvtor. It was one of several "options," or pilot programs developed

in the teacher education reform efforts (10). Both the board (17) and the school (23)

have made a substantial investment in the preserv ice program, while the university

investment of staff and resources or..s been limited. Significant differences in

philosophy of preservice education have inhibited the development of strong

relationships (dotted line). Nonetheless, the presence of, and involvement in the

preservice program in the school has yielded additional professional development

opportunities (27) for tagedangsiL teachers by mentoring future teachers. For

preservice students, the immersion in thc school has provided meaningful learning
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experiences (27), as well as socialization into the collaborative culture of the school

(28).

The impact of the school-university partnership is most evident in the

school/board stream, particularly in board A. The consistent focus and intensity of

involvement from the board, the partnership, and the university preservice

program have produced substantial results which have been reinforced by

organizational changes to institutionalize new practices. The impact in board B is

noticeable in pockets, but less pronounced (depicted along the bottom of the chart)

a result of the shorter length of involvement in the partnership and broader focus of

board initiatives. The effects of the preserv ice teacher education reform stream is

more dispersed, the result of three different pilot programs represented in the chart

(20, 23, 25), each with varyir g levels of school-university collaboration and

consistency of implementation. Speaking of institutionalization of the teacher

education reforms is premature, as these are "pilot projects" and the development of

new preservice practices are very much in process.
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I I I . Systemic Reform in Southern Maine

Southern Maine may seem like an unlikely place to find progressive school

reform, tucked away in the Northeast corner of the United States, far away from
major universities or major educational research organizations. Conceivably, the

small scale and low-profile context facilitated the emergence o a school-university

partnership that has produced significant change in the educational landscape of

Southern Maine. Several important conditions contributed to educators' readiness to

take advantage of opportunities to initiate reform. Changes in state regulations,

environmental turbulence, and new laadership in many sectors created both the
need and the desire for change throughout the educational system.

The University of Southern Maine (USM) had historically been a Normal

School, until the 1970s when it began to diversify its curriculum offerings, and de-

emphasize teacher education. During the 1980s the college of education sponsored

two different undergraduate teacher preparation programs, and two small post-

graduate preparation programs. The undergraduate programs continued, but en vred

a period of stagnation as priorities and funds were shifted to support gr tuate
programs, which were considered more "prestigious." The undergradua, prograli

increasingly carne to rely on part-time instructors to staff the program (Miller &
Silvernail, 1994).

During the 'early 80s lite State Board of Education conducted a review of the
teacher certification and recertification process. This was the beginning of a State
focus on improving education by improving teacht.r prepaiation. The revised State

teaching credential was reducvd from ten years to five, but the state added local
support teams, and master teacher positions were c eated. Shortly thereafter, in 1984,

the Education Reform Act '.vas passed in the Ma it:, mandating standardized testing
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(Maine Educational Assessment, MEA) in 4th, 8th, and I th grades. The following year

Maine's SEA (State Education Association) moved from a regulatory role to a technical

assistance role with schools. Although from the perspective of schools, the technical

assistance has largely been focused on implementation of its testing policies, for the

most part, changes at the state level have been coordinated to support reform at

every level of education in Maine.

One administrator described the State' s role as providing significant vision

and support in the state. He felt that Maine has a vision for the future of education,

largely built around the Common Core of Learning, which identified what children

should know and be able to do by the time they leave high school. The state sponsored

many initiatives such as a Coalition for Excellence, the Innovative Education Grants

Progrvin, and the State Restructuring Program all designed to ensure that all

children are successful in school. A task force on Learning Outcomes is currently

working to define the criteria that will be used to determine if graduating seniors are

meeting the goals of the Common Core of Learning.

The early 80s were a time of turmoil in the Gorham School District. It was

immersed in budget battles over one of the lowest student/teacher ratios in the state,

teachers' salaries among the lowest, a shortage of classroom materials, and school

buildings in disrepair. A volunteer program was initiated in the schools to fill gaps

in services and resources. l'arents m pro-school candidates to run for the

town council. The newly elected and supportive town council hired a new

superintendent in Gorham the following year. The new superintendent immediately

identified the early childhood program in Gornam as an area in need of attention.

She brought together primary teachk rs in the district to discuss concerns and to

begin to examine current practices. She described the effort as fairly informal, but a

deliberate attempt to teach a process of reflective practice as described by Schon
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(1987). In 1984 the dean of the college of education at USM began a search for new

faculty members who had a focus on reform and a commitment to working with

schools. One new faculty member, with the support of the dean, began reaching out

to several schools and districts in the area, to learn about and assist with local needs.

The discussion groups that had already begun in Gorham around issues of early

childhood practices attracted his attention, and he approached the superintendent to

explore whether there was sufficient interest among the superintendents in the

surroonding districts to set up some sort of school-university partnership. The

faculty member arranged an initial exploratoly meeting with and seven or eight

superintendents, and the dean of the college of education to discuss the possibilities

and suggest topics that would bring educators together.

Southern Maine Partnership

In 1985 the Southern Maine Partnership (SMP) was founded in a collaborative

effort between six district superintendents, the dean of the college of education, and

one faculty member at USM. Each organization contributed $1,000 to 1aunch the new

partnership, which had the dual agenda of the simultaneous renewal of schools and

teacher educatk In the beginning the only university participants were the dean

and the original founder (but the college provided the facility, dinner, and wine!).

The SMP began as an informal network of teachers and administrators who came

together to tackle issues that were of concern to pract ing educators, at first

through cross-role focus groups in four areas: early childhood, middle level,

secondary, and mathematics. The purpose was to discuss current educational research

and its implementation in the classroom. A superintendents group was also

established to explore ways T i which the schools and the university could support

each othcr in their reform efforts. So the SMP began as a "device for bringing

together institutions that need each other for the solution of tough problems" (Mi Iler
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& O'Shea, in press). The core of the Partnership's teaching and learning activities

has been a network of Educators' Groups, in which K-12 educators (including

principals and superintendents) met monthly across districts to discuss readings and

explore innovative practices, within and across disciplines. The response to the

partnership format flourished with leadership from several key supporters,

including the dean of the college of education and the new superintendent in

Gorham, and the superintendent of SAD #72. The monthly meetings provided

teachers the opportunity to learn where to access current literature, and it gave

teachers a forum for discussing what they were doing in their schools and

classrooms and why.

More important than the content of discussions, were the norms developed

surrounding the discussions. The purpose of the forums wh.: to challenge

participants to look critically at their own practice, to question commonly held

assumptions and current practices. The groups were "owned" by the participants

who were free to determine the agenda The SMP created norms of reflective pvictice

within a safe and supportive environment.

Participants felt that, "the power of the SMP :id, been that it is a true

partnership. The Partnership was never a place to go get answers, it was a place to

raise 4uestions " It has always been based on reciprocal learning and the

recognition that knowledge is embedded in lots of places. It acknowledged that there

was as muc.. knowledge embedded in practice as there is in university "scholarship."

Traditional hierarchies between university educators and school based educators, and

between teachers and administrators were discarded, resulting in a high level of

trust and -iutual respect. The seeds of a number of changes in educational practice

were nurtured in these forums, and then taken hack and planted in districts and

schools, where they have flourished.
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The Southern Maine Partnership was one of the original twelve regional sites
of John Good lad's Network of Educational Renewal. It has focused or developing

professional communities where members are accountable to each other, in the same
way that teachers are accountable to the kids in their classrooms. Within the

Partnership, one initiative that developed was the Network of Renewing Schools, a

group of SMP schools committed to school-wide renewal and restructuring. Network
member schools commit to:

Rethinking curriculum, instruction, and assessment with emphasis on howstudents learn;
Developing and using assessmatt tools appropriate for new conceptions ofteaching and learning;
Staff development approaches based on adult learning and active intellectualengagement with issues;
Rethinking the organization of the school with the goal of improving thelearning environment for students and the professional environment forteachers;
Exploration of roles for parents, businesses and community members aspartners in education; and
Evaluating renewal efforts and their benefits to students

In 1987 there was a change in leadership in the SMP, and under new
leadership thl next three years of the Partnership were marked by growth and
expansion. Although the focus of the 5MP continued to stress individual reflection,
supported by the Maine State Restructuring Program, it quickly began to move

toward school-wide restructuring. According to one principal,

It was one thing to be current in the research, to reflect on practice,and to identify issues that needed changing and yet another to actuallymake significant changes as a whole school faculty. The initiative ofschool change would have been impossible if the partnership were formedfor teachers alone. For a system to become a member of the SMP, thesuperintendents of each district had to agree to commit principals andsuperintendents to their respective monthly meetings, as well as encourageteachers to attend." (Miller & O'Shea, in press, p.4)

As the partnership grew it required organization and formal structures to

coordinate and facilitate the activities and sharing of information. As the districts
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have evolved, so has the Partnership, ch;.inging its focus to assist educators in

addressing current issues. At the same time, reform in the University of Southern

Maine's teacher education program was developing and complemented and supported

educator development within the schools. The new postbaccalaureate preservice

program, the Extended Teacher Education Program (ETEP) was designed

collaboratively among university faculty members and school-based educators in

each site. The clinical training sites for USM's teacher education program (ETEP)

were chosen from the pod of schools that were members of the Network of Renewing

Schools.

Perhaps because there is no umbrella organization coordinating the

simultaneous renewal of schools and teacher education, the reform initiative has

been a truly grass-roots collaborative effort. The synergy of the two renewal efforts

was greatly facilitated by the fact that the director of the SMP was asked to be the

first director of the ETEP program. She was also a leader in the development of USM's

masters program in instructional leadership and educational administration. A major

focus of th: program was to develop classroom teachers as leaders, based on the belief

thai teachers ought to be able to assume leadership roles without leaving the

classroom. Several teachers and principals who were active participants in the early

days of the SMP were among the first cohorts through the program. Many of the

graduates have gone on to assume prominent roles in their district and school

renewal efforts.

The reflective culture established in the early years of the c',outhern Maine

Partnership, with a commitment to mutual learning and a focus on improving

learning for all students was embedded in the philosophy of ETEP as well. That

culture continues to characterize interactions between USM and the schools ir

Gorham and Fryeburg, the two ETEP sites that are the focus of this study. The

83



evolving needs of both the schools and the university have steered the emphasis to

new initiatives over time.

Two major initiatives in the Southern Maine Partnership in 1990 were the

beginning of a Foxfire network an approach to teaching that is committed to active

student engagement in learning within the classroom and the larger community

and also the beginning of the SMP Assessment group. Since 1990 a major focus of the

Partnership, with funding from the UNUM corporation, has been assessment and

outcome-based education. This effort is based on the belief that when educators

establish clear outcomes defining what students should know and be able to do, they

can "plan backwards" from those outcomes to design learning environments that

promote student achievement and self esteem. A Mini-grint program was established

to support teachers development of alternative approaches to assessment of student

learning in classrooms and schools.

A committee composed of SMP teachers was established to evaluate proposals

and award UNUM assessment mini-grants to support teachers in the design and

experimentation of alternative assessment practices. Teachers at all grade levels

have been involved in developing standards, criteria for judging student work, and

scoring rubrics to evaluate achievement. These assessments include solving real-life

problems, portfolios, community-based projects tasks that demonstrate mastery of

processes and content related to outcomes. Teachers who received the grants were

then expected to share their results and reflections with other educators in the

Partnership in the form of a written description of the project, an1 by presenting at

an Annual Assessment Conference.

By the Spring of 1992 the Southern Maine partnership began to experience a

significant drop off in participation in their focus groups. Educators cited the long
drive, the all-consuming restructuring work at their respective schools, and new
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opportunities to learn in and out of the Partnership. Some felt that the nature of the

SMP changed because it got so big. At its height in 1990, the discussion groups grew

to 17, and involved about ten USM faculty members. In the beginning the director

was physically present to facilitate all the discussion groups. As it grew no one

person could be everywhere all the time. Different people took leadership roles, and

more university faculty got involved. The needs of the schools were changing As

well. One faculty participant observed that the "old timers" were ready to move on to

new issues, but the newcomers weren't. At the same time, some new members felt

excluded from the conversation because the vocabulary was unfamiliar and the

impatience of the veteran members created an atmosphere that did not welcome

newcomers (Miller & O'Shea, in press). It was a time when participants were in

different places and the groups were somewhat dysfunctional. It was also at that

point that many of the original members became less active, and turned to their

colleagues in their own buildings and districts for professional discussions.

The current director, who has shepherded the SMP since 1987 has had to

balance the tradeoffs between the growth and expansion of the organization to reach

a larger number of educators, and the intimacy of a close knit group. To be more

inclusive the Partnership has expanded to include nearly four times the number

school districts, as well as the Maine College of Art, the Southern Maine Technical

College, and the Children's Museum of Maine. The SMP is still committed to the

original mission of the partnership to inquiry and discussing big ideas, but the

intimate nature of the partnership has changed. While the educator discussion

groups have continued, the director has paid attention to feedback from participants

and has tried to respond to the changing needs and interests. She has introduced new

ideas, and brought in some well-known educators that people in Maine wouldn't he

exposed to otherwise. As a result the SMP remains a valued resource that educators
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turn to for support and technical assistance when embarking on new initiatives.

Participation rates tend to ebb and flow with changing needs. Recognizing the

changing climate, in the Spring of 1994 the director met with SMP superintendents

and the dean of the college of education to reflect on the future direction of the

Partnership, and begin to refocus the SMP's mission so as to remain a vital asset to
educators in Southern Maine.

Why has this partnership been able to sustain such strong commitment for ten

years, while most reform efforts are short-lived? (Cuban, 1984; Fullan, 1991; Sarason,
1990). What were the critical factors that have contributed to its success?

One way to understand the mechanisms at work here is to follow the

development of several strands of the partnership, then return to the conceptual

framework for the study, by examining the seven critical factors to help understand
the impact of the reform effort in each of the member institutions, and finally to
identify facilitating and inhibiting factors that have influenced those effects.

During the course of the study at the NETWORK's working conference, participants
agreed that another essential ing dient in making school-university partnerships

work was the importance of personal and professional relationships. This was added
as the eighth critical factor.

As an
analysis are:

advance organizer, the critical variables that form the lens for th:s
vision of learning
leadersh4
professional ievelopment
opportunities to learn
commitment to research
communication
organizational arrangements
personal and professional relationships

strategy

and inquiry

As described in the introduction to this volume, for the purpose of this
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analysis the "system" is defined by the member organizations of the Southern Maine

Partnership and USM's ETEP program. The two overlap, but are independent entities.

The Southern Maine site is difficult to define as there is not one organization that

coordinates all that is happening in Southern Maine, and yet the work is strongly

interconnected. In fact, in many educators' minds the distinctions between the SMP

and the college of education A re fuzzy due to the overlap of faculty members in both

organizations and the overlap in relationships with schools. The partnership has

been and continues to be, a largely grass roots initiative.

An examination of each of the critical factors within each organization in the

Southern Maine system will provide further description and understanding of the

scope of this reform and its impact. The "site" comprises the interacting network of

individuals and organizations that together are attempting to reform the teaching

and learning process. Within the K-12 system we have focused on one elementary

and one secondary school in one district, and one elementary school in a second

district. The selection of schools was made by mutual agreement of the participating

districts and the NETWORK researchers. The research questions and design of the

NETWORK study established parameters defining the major variables under

investigation. An effort was made to select schools that participated in preservice

preparation and extensive on-going professional development, while engaged in

school-wide improvement efforts. The site coordinators thei) selected the ii-gdividual

schools that they felt best met the ,;riteria. As a result, the selected schools, school

districts and ETEP sites represent the more advanced end of the continuum rathf r

than the "average" level of development within the partnership. Within the

university system the investigation included students and faculty within the

preservice teacher education program. The intersertion of all the component parts is

found in the school/university part, \hip where personal and professional
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relationships provide the connections within and between organizations.

In the next section the report turns to the school strand to examine how the

Southern Maine Partnership has connected with its member districts, and the

individual schools. The final two strands of the story to be addressed are the reform

efforts within the teacher education preservice program, and the changing culture

of the college of education as an organization. Each strand is described in turn.

Gorham School District

Gorham School District serves 2,100 students in four elementary schools, one

middle school and one four year high school. Gorham is a small town, with a

populatio of approximatel; 12,000, and is home to the University of Southern Maine.

It is an economically heterogeneous community, with a mix of professionals, middle

and working class families, and some rural residents. The population is 98%

caucasian, with approximately three percent of the population living at or below the

poverty line.

In 1985 the new superintendent in Gorham immediately stimulated the

beginning of reforms that would significantly change the nature of schooling in the

district. She believed in teacher leadership and gave the buildings freedom to

develop their own vision. The new supportive School Committee worked with the new

superintendent to increase the school budget. The di strict's first grant was secured to

conduct a community-wide study on early childhood practices in an attempt to

understand the high number of first grade retentions in the district. The district

initiated site based management in the schools and established district-wide

curriculum groups. That year Gorham also began offeri ng computer literacy

training for teachers, and began offering classroom-based grants to support

innovations for instructional improvement.

From the beginning, reform has been a district-wide initiative in Gorham. All
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schools in the district are engaged in active outreach to th,..; community through

school open houses, individual classroom open houses, and a weekly TV program put

together by all district principals on local cable TV to report school news and talk

about school restructuring plans. The superintendent was an active participant in

the SMP discussion groups, and encouraged all teachers and administrators to

participate. Gorham High School immediately became involved in the SMP secondary

discussion group; one of just two high schools to participate in the beginning of the

Partnership.

The combined influence of the SMP and the superintendent's emphasis on

reflective teaching practices became the dominant theme of professional

development in the district. The suvrintendent emphasized developing

collaborative cultures first, creating environments based on mutual respect that

support learning and focus attention on the failures of the system, not of people. Two

additional grants secured by the district in 1986 provided support for this approach.

One grant allowed them to continue their study of early childhood practices, and

state grant focused on "raising the teacher's voice." This grant allowed teachers to

actually examine the changes that were happening in their ways of working

together through an analysis of tape recordings that documented the process. The

district also moved toward "institutionalizing" its community partnership that year

by creating a paid position for a volunteer coordinator in the district.

In October 1987, the Maine Department of Education initiated the

Restructuring Program' by inviting all schools in the state to send teams to a meeting

on restructuring. Teams representing 135 districts attended the meeting, where

participants discussed critical components of restructuring and were invited to apply

for state restructuring grants. Ten grants were awarded during the Summer of 1988.

Two were awarded to schools in the Gorham district, one to an elementary school, and
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one to Gorham High School.

Many significant developments occurred in 1988 in the Gorham School

District. It was the beginning of interactions with Project Zero at Harvard

University's School of Education, which grew out of the superintendent's (a Harvard

alumnae) relationship with the Harvard Graduate School of Education. Ind vidual

teachers were supported as they took what they were learning about multiple

intelligences, curriculum and assessment, and portfolio development and wove it into

their practice. Individual efforts led to broad-based school reform and eventually

had an impact on the district's ability to develop a K-12 framework for Liprovement.

In 1990 the Gorham Kindergarten Center was opened, making all primary

schools grades 1,2, and 3. This realignment was the beginning of the development of

a K-12 framework in the district, followed by a district wide strategic planning

proce,s the following year. That strategic plan incorporated support for a "teacher

scholar" position within each building. The teacher st holar position created a

stipend to support one teacher to spend a year studyin issues of interest and

concern to the school.

This framework was significant in the district's identification as one of three

ATLAS contnunities funded by the New American Schools Development Corporation

(NASDC). The ATLAS (Authentic Teaching, Learning, and Assessment for all Students)

project is one of three projects funded by NASDC designed to be "break the mold"

schools learning el.vironments which will differ considerably from most current

schools by evoking and supporting high standards and constant improvement for

every student. It is a partnership of the School Development Program at Vale

University, Project Zen. at Harvard University, Education Development Center of

Newton, MA, the Coalition of Essential Schools at Brown University, and the four

communities cl Gorharn, ME; Lancaster, PA, Norfolk, VA; and Prince George's County,
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MD.

Gorham played a leadership role in the design of the project in fact much of
it was based on what they were already doing. The ATLAS K-I2 Design teams have

worked on a number of initiatives district-wide, including the development of

integrated curriculum standards based on the State's Common Core of Learning, and

individual school development guided by School Planning Management Teams (SPMT,

based on the Corner Model). During the 1994-95 school year Community Teams were

established to facilitate communication and dissemination of information across the

district.

Gorham, Hill Llehool_ currently enrolls approximately 550 students, but is

growing. It is a new school, still under construction. When completed the building

will have the capacity to serve 750 students, and will include three computer labs, a

robotics lab, and a television pkoduction studio.

In the Spring of 1438 the faculty of Gorham iligh School voted unanimously in

support of the process-oriented proposal for a state restructuring grant. A $10,000

grant was awarded in the Summer coinciding with the arrival of a new principal at

the school. The 88-89 school year was a year of planning and preparation that

included training in

identifying priorities

that the plans were

program for students

group dynamics, understanding the chany e process, and

for change. Amidst the planning there was a growing concern

too teacher-centered, stimulating consideration of an at visory

During the summer a subcommittee met to develop the student
advidng program. The next year major changes were made in the schools schedule:

1) a weekly two-hour School Development Period was created by implementing a late

start on Wednesdays to give faculty time for staff development and restructuring

work; 2) grade level student advisory groups met once per week to focus on group
process sk ills, school/community projects, and academic advising; and 3) eat h
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subject met four times per week, with one of those classes being 73 minutes long.

There was widespread agreement that the weekly School Development Period was

essential to enabling the faculty to succeed in improving student learning outcomes.

Six yearz later the School Development Period is still structured into the school week,

although other changes have been made to accommodate curricular changes that

have been instituted.

A recent accreditation report descr,bed Gorham High School this way:

Gorham High School is truly a school in and of change. Gorham H.S.

has embarked on a journey of educational reform that is long-term,

intense, far-reaching and demanding. (...) While the majority of the faculty

wants to move fo ward, mixed feelings have arisen as to how this should

occur. A sense of "directionlessness" and questions about what "path" to

take are evident.

Gorham High School's strengths are found in three distinct areas: the

renewed sense of collegiality that exists between the newly appointed

principal and the faculty in general; rhe support given to the school by the

majority of t' e community and led by the Gorham School Committee and

superintendent; and the school's climate denoted by a concerned and caring

faculty, a friendly and courteous student body and supportive leadership team.

Change is never without challenges and Gorham High School has continued to

grapple with issues of guidance, and strategic planning. The newly appointed

principal mentioned in the accreditation report was the second leadership change

that the school had endured in its ten year restructuring journey. The development

of a strong core of teacher leaders has made these transitions easie One of the ETEP

interns found Gorham High to be "receptive to change perhaps because there were
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several teacher leaders who are respected by peers who are strong advocates of

change." He observed healthy involvement of teachers on a number of committees:

the curriculum teams, K-I2 outcomes. Professional d scussions about reform issues

were common in the faculty room and in department offices. Many innovative

programs have been developed by department teams. Two good examples are the work

of the mathematics and social studies departments.

Two math teachers at Gorham High School obtained an Assessment Mini-Grant

from the SMP to conduct a review of current practices in the math departrnent, and a

more general review of current literature on educational tracking. Using the

advantages of both heterogenous and homogeneous grouping practices, they

designed a new curriculum for Math One, a course required of all freshmen using

thematic units. The litroduction to, and initial study of the core skills is done in

heterogeneous groups. All students are then pretested. Those who demonstrate

mastery of the core skills and concepts are regrouped for enrichment. Others receive

extended instruction in the core concepts.

Numerous parent/con rnunity forums were held to explain the new curriculum

and address concerns of both supporters and skeptics. Outcomes were monitored to

evaluate the impact of the program. Assessment results showed significant

improvement on standardized tests, as well as closing the traditional gender gap in

mathematics (females actually began to outperform the males).

The Social Studies Department is also vite unique. They plan and work

together as a team. All classes at a given grade level are coordinated so that they are

learning the same material, but students are given choices as to how to learn it. One

class may be lecture format, another discussion, another audio-visual, and students

can pick the way want to learn a particular topic. Performance assep, nents are a

focus across the curriculum, particularly through the use of exh,bitions to

93



demonstrate learning. Many class assignments had "real world" outcomes or

applications. One social studies team project was a Biography Exhibition. Students had

to write a monologue based on the research they had done on an historic figure. They

then performed their monologue for an audience. The project was designed to

develop research skills as well as improve students' proficiency with oral

presentations.

White Rock School began its journey in school reform with the arrival of

the new superintendent and with colleagues in the SMP. They began by examining

curriculum development in several areas. The staff worked together as a school to

adopt a process approach to writing, school-wide themes, integrating the curriculum

through whole language, math w, th manipulatives, and them.ak.: units. White Rock

received their first external grant to run a summer reading program in 1986. Since

that time a strong sense of community has developed in and around the school. White

Rock teachers have become involved with the community by adopting the wildlife

sanctuary, and sponsoring annual events like caroling, hayrides, and a bonfire.

Teachers at White Rock did a lot of group process work and team building over

several years. One teacher noted that

there is something about the teachers in this building they are
always getting involved in everything. They keep wanting to learn
new things. Sometimes I think they are nuts for always taking
on more work, but there is so much sharing and support, that they
keep pushing each other to excel, and then they are also there to
celebrate and boost each other up. We are so bonded, we have worked
at developing a culture that encourages continuous improvement, and
we keep working hard to feel good.

A visitor to White Rock School is struck by the warm, welcoming feel to the

school They begin their day at White Rock with an all-school morning meeting to

build a sense of community. They recognize birthdays and special accomplishments,

share poetry and student work. The atmosphere during staff meetings is congenial,
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but most of all it is always focused on kids. One teacher described her colleagues as

"always motivated by the question, what's best for k'ds?"

One of the ETEP interns noted that the teachers were incredible at White Rock

with how much they share, and team "and it's not just certain pairs or groups.

Everyone feels comfortable teaming with everyone." The Southern Maine

Partnership (SMP) was a big factor in the development of their collaborative culture.

The SMP was a forum for the White Rock teachers to get information, to share

questions and ideas with teachers from other buildings in the district, in particular,

with Narragansett the other 1-3 school in the district. "We used to talk about big

ideas in the partnership, like do we really listen to what kids say in our classrooms,

but also the nitty gritty, like going from desks to tables, and the idea that it was OK for

kids to be lying around on the floor reading instead of always sitting in rows." The

SMP provided the stimulation that was needed at the time to focus their vision of

student learning.

In addition to the influe ce of the SMP, the principal and several of the

teachers were also part of USM's instructional leaders and education administration

graduate programs. The move to multiage classrooms in 1988 grew out of the

discussions and study of multiage programs in both forums. The issues had been

identified in discussion groups, and then brought back to the school to continue the

conversation among the faculty. After much discussion, they brainstormed the

advantages and disadvantages of multiage classrooms, and the list of advantages was

much longer than the list of disadvantages. They then had to ask themselves, why

aren't we doing it if we believe that it's better? Not everyone on the staff was ready

to jump into a completely new way of doing things, and that was understood and

accepted. The few who were apprehensi' e weren't labeled resistors, or ostracized, but

were given the time they needed to develop a comfort level with the new practices
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Although the staff was convinced that multiage was best for children, not all

the parents were. The principal played a critical role in helping parents understand

the benefits of the new system. Teachers found that more and more of their time was

spent reassuring parent: of the real benefits to this structure for all of the children.

ro address the problem, the White Rock staff with parent volunteers put together a

video to help parents understand current practices in the schools. In addition,

tc-achers have conducted on-going studies to examine student learning and parent

satisfaction. The teachers have then used the results to address parent's concerns and

inform further program development.

Current practices at White Rock have evulved over several years into an

integrated whole of curriculum themes that coordinates their teaching and provides

a framework for integrating literacy, math, social studies, and science. The multiage

program is the cornerstone of children's experience at White Rock School. The

multiage structure allows each child to develop leadership skills, modeling and

helping younger classmates experience success. One day one of the teachers

commented that the kids seemed particularly rambunctious. One of the second

graders explained the reason, "cause there is just too much loving going on."

The SMP established a good connection between Gorham and USM that has

been solidified by the ETEP program. Prior to the Partnership the relationship had

been poor Now school-based faculty feel that there is a real commitment to listen to

teachers. An ETEP Steering Committee was established in Gorharn, made up of

representatives from all buildings in the district. The first school-based co-

coordinator was a teacher from White Rock School. Gorharn had been a teacher

education site for 100 years, but many felt abused by the old program. They felt the

relationship had been insulting student-teachers were placed in the schools with

no field supervision, and the university used to pay cooperating teachers a token $45
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a semester. When plans for a new program were first being developed, one of the

schools refused be involved because of bad experiences in the past. The history of the

affiliation was described as having"had its ups and downs over time. For the most

part, the university was seen by practitioners as the 'ivory tower' where professors

were researchers far removed from the reality of classroom practice. The Southern

Maine Partnership was a major factor in changing the quality of that relationship."

The 1990-91 school year was a planning year for the Gorham ETEP site. Many

of the White Rock teachers were on the planning committee, working with, the

university coordinator to think about what teacher preparation should be like. The

teachers really felt as though they had a voice and that it was respected the

coordinator listened and responded to their input. He came back to them with a

proposal, and they said, "yea, that's what we meant." As a result, the teal:hers at

White Rock who were involved in planning have ownership, and they are very

committed to the program. Almost all of the teachers at White Rock serve as

supervising teachers for ETEP interns and several serve as course leadtrs or

instructors for ETEP courses. The commitment to ETEP can be seen in the school's

mission statement that demonstrates the integration of ETEP into the core practices of

the school. White Rocks' mission is threefold:

support student success.
st.pport systematic inquiry directed towards the improN ement of
practice.
provide a professional induction program for new teachers.

New Suncook _achool

Forty miles away from the Univeisity of Southern Maine, in rural Fryeburg, is

School Administrative District (SAD) #72, a small rural school district comprising

seven towns in Western Maine. The district has four elementary schools ranging in

size from 43 to 240 students, and a centralized 300 student middle !.chool There is no
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public high school. MI high school students are tuitioned to a private school.

Fryeburg Academy. The superintendent of SAD #72 in 1985 was one of the original

six superintendents who invested in the formation of the Southern Maine

Partnership. His leadership created a climate for educational renewal within the

district, but with his departure a few years later, activity across the district slowed.

From that point, SAD 072's re-entry into school reform was for the most part, led by

one elementary school the New Suncook School.

In 1983 the superintendent in SAD #72 hired the first principal New Suncook

Elementary School had ever had. Before that the superintendent and an elementary

supervisor in the district office would travel around the district, but there was no

permanent building administrator. New Suncook School is located in Lovell, Maine, a

small town with a population of 888. The average income is only three q iarters of the

national average and one third of the county residents lack a high-school diploma. It

is the largest elementary school in the district, serving 240-250 students in grades

K-5. Almost all of the students are caucasian and long-time residents of rural Maine.

In 1985 the principal and one teacher from New Suncook School applied for a

Maine Innovative Educational Grant, from Maine's Department of Educational and

Cultural Services entitled, "Research Into Practice." The $2,000 grant provided six

teachers an opportunity to study and analyze recent educational reseirch and its

implementation in the classroom. What became known as the RIP Team (Research

into Practice), had three primary goals:

to create and enable dialogue about current educational rese.7.rch
to provide a format for peer observation on a regular basis, and
to create a professional climate that promotes risk taking, growth, and
collaboration.

New Suncook School received continuation funding for their RIP team, but in

the second ycar their focus changed from looking at ways to improve instructional
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practice to understanding the nature of instruction itself they began asking, "what

are we doing, and why?"

The innovative grant program funded by the State in the mid-80s was really

the cc.talyst for establishing an attitude or culture iv the school that has continued to

grow. The principal explained that, "Madeline Hunter's work was really big then,

and we were doing it, but rather than just accept it as a given, we started questioning

is this really what's best for kids? What the grant did was to give the school focus and

make the staff accountable." One teacher remarked that the "grants never cover all

the time it takes to do the work. They just suck you in, and then you gotta finish it."

External grants have been important to New Suncook for both recognition and

accountability, and they have been used to restructure their school week. They have

extended each day and rearranged some of the specialists in order to have an hour

and a half to meet and plan together each week. Although the innovative .grant

program is still available New Suncook tends to go after other funding now. They felt

there was already too much jealousy toward them, and that it was "good to spread the

resources around." The recognition they have received has given them opportunities

to secure other funding.

In the Spring of 1986 Fryeburg (SAD #72) joined the SMP, providing New

Suncook with the critical dialogue with ether educat Is they needed to help them

move in new directions. The Southern Maine Partnership became an important

resource for continued professional growth for the staff at New Suncook. Working

together on the two innovative grants helped develop a greater sense of comraderie

among many of the staff. That same year New Suncook was one of seven schools in

Wester) Maine to participate in a School Improvement Project funded by the Mellon

Foundation.

In )987 New Suncook attended the second SW) retreat, and through the
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Partnership was invited to participate in NEA's Symposium on School-based Reform

with a number of other national school networks. The team of teachers who attended

that conference brought back a process which New Suncook used to develop its

vision statement a set of shared understandings that would be the basis for practice

in the school. It ended up being a year-long process that taught them a great deal

about consensus building, recognizing how the individual differences in the

building combined to provide a range of collective strengths.

The visi-n statement they created demonstrates a clear and pervasive focus on

children:

Our goal is for children to attain knowiedge and understanding that goes
beyond school boundaries because learning takes place in any environment.
Students and teachers share the responsibility for this learning.

Students use their experiences and expertise and are given the opportunity
to make choices within an effective learning environment. The teacher is a
model and facilitator of children's learning within that environment. . .

(Emphasis added.)

In addition to the professional exchanges provided through the SMP, USM's

graduate programs in instructional leadership and educational administration

provided important intellectual stimulation. A core group (4 or 5) of New Suncook

teachers were part of one of the early cohorts in the program. A significant

development that grew out of discussions within the SMP and graduate courses at

USM, was the design of the K-1 Magic (Multi-aged Grouping with Integrated

Curriculum) program. It was expanded the following year to include 2nd graders and

special needs students, and the acrcnym was dropped because, "there should be

nothing magic about providing children with developmentally appropriate learning

experiences." The result is a school that is highly active, and student centered.

Students are learning and teaching others in classrooms and in the halls. Test score

performance on Maine Educational Assessment has increased significantly each

100



year, and are now well above state and district averages.

According to the principal, the staff "started with the premise that dialogue is

important, and that we're doing a lot of things wrong or at least there were a lot of

things that we could be doing better. We engage in critical dialogue about all aspects

of the school." The principal felt that the building staff is a group of people who

really thrive off of each other's energy, and according to thz teachers, the 'principal

contributes to that. The principal felt that part of the energy comes from the fact

that people are very involved in each other's classrooms. The school's children we

everyone' s children. He described their approach as being more as one of problem

identification than it was about problem solving. At times he thought that they were

already working as hard as they could, how could they do more? He said that "people

here [at New Suncook] are tireless it's just part of our sense of being professional."

For example, one teacher said that going back to school to get her masters degree was

not an add-on, but vital to who she is and what she does as a teacher. The principal

added that creating a climate of reflection and collaboration was the foundation for

continuous learning. Then if you bring in information and research to fuel the

dialogue, he felt you could accomplish a lot.

New Suncook has made an effort to reach out to parents and make them a part

of their child's education. In 1990 another State Innovative Grant helped them put on

a district-wide conference for parents on education and child development. A second

parent conference was held the following year. Parent involvement is high at New

Suncook, with many parent volunteers working in classrooms. This i nvolvement has

increased parents' understanding of current educational programs as well as

provided teachers with valuable assistance in their classrooms.

In the 1992-93 school yea,., New Suncook applied for an assessment mini-grant

from the SMP to use the NCTM standards to identify key concepts of pattern and
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relationship in mathematics, and to develop performance assessment tasks. This

coincided with additional reinforcement from the state, when the State Board of

Education developed long-range goals and student standards and learning outcomes,

known as the Common Core of Learning. The following year the State Legislature

funded the Board of Education's plan, calling for high expectations and standards,

learner-centered education, assessment and accountability, equitable resources,

educator development, and community involvement.

Staff development at New Suncook is generally not of the workshop variety,

although people still attend workshops, and many of the staff give workshops.

Professional development is ongoing, and constant. A powerful source of

professional development has been New Suncook's involvement in the STEP program

The teachers at New Suncook wanted to have input into teacher preparation because

they feet that "they were the ones who were experts in practical experience." Not

only do student interns learn from their expertise, the teachers learn from the ETEP

student as well. Many felt that mentoring future teachers made them more reflective

about their own practice. They also wanted to ensure that teachers were being well

prepared to work in run, schools in the state. The teaching interns are on-site all

year long, and become part of the school. (ETEP interns were included on the staff

roster1) Several faculty are involved in teaching graduate courses on-site, and serve

on the Fryeburg ETEP Steering Committee.

At New Suncook, professional development occurs at many levels: it is

personal, schoolwide, and now with ARISE, it is district wide. New Suncook has been

the inspiration for the district-wide effort known as ARISE (Assessing, Reflecting,

Integrating for School-based Excellence). A high transient rate in the district has

created a situation where schools rarely have the same students for all six years of

elementary school. The school recognized that the long-term success of the school
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was dependent co a strong system. It was time to look beyond their school to promote

district renewal. The fall of 1993 brought significant changes to SAD #72, with the

hiring of two key players, a new headmaster at Fryeburg Academy and a new

superintendent in SAD #72. A new superintendent who believed that the best

educational experience for students is provided 11 a system of excellence, provided

an opportunity to expand the notion of restructuring to reach district-wide with K-12

articulation with Fryeburg Academy A small grant was obtained to fund leadership

training for teacher leaders to direct ARISE. The intent of ARISE is to help individual

schools use data reflectively to assess the effect that their efforts are having on kids.

The effort focuses a great deal on the process of change, and developing a reflective

culture to promote continuous improvement. A major emphasis is to develop the

capacity for data-based decision making through the use of a new management

information system that will enable educators to track both norm referencA,

standardized tests and more authentic performance assessments to beater inform

decisions about effective teaching and learning. The project is based on three critic

principles that research indicates are attributes of successful school change efforts.

Change must be systemic in nature: everything in the school .oust be

examined to ensure it serves the school's mission.

The change model must be results driven. Schools must define its outcomes

and then develop ways to measure them.

Change must promote and be sustained by local governance. Schools and

teachers must have the power to make fundamental decisions about teaching

and learning, and consequently the organization of the school.

Assistance in developing the management information system was obtained

through contacts the principal of New Sunck had A grant rotn the Noyce

Foundatioa was obtained with the assistance of the director of the Southern Maine

Partnership, who had an existing relationship with the foundation. The small grant

to fund ARISE was to provide training for teacher leaders, focusing mainly on group
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process and facilitation skills. While not formally related, New Suncook felt that

ARISE and ETEP complement one another. The two co-coordinators of the Fryeburg

ETEP site and many of the ETEP interns have been actively involved in the ARISE

project. The two programs enhance the focus of New Suncook's school irn rovement

efforts and "bring an element of freshness, both conceptually and practically to

make them both better programs."

USM Extended Teacher Education Program (ETEP)

In 1985 USM initiated a master's degree program in Instructional Leadership,

in which many of the teachers and principals who were active participants in the

Southern Maine Partnership from New Suncook and White Rock later enrolled. It has

not only been an important source of professional development, but the interactions

among experienced teachers and university instructors in the program has further

strengthened relationships and fostered mutual respect. Many of the graduates of

this program are currently instructors or course leaders for ETEP courses in both

Fryeburg and Gorham.

By 1986, USM had two post-baccalaureLte certification programs, one

elementary an I one secondary they were he forerunners to the new Extended

Teacher Education Program (ETEP). In 1989 the dean of the college of education

initiated a drive to reform the university's undergraduate teacher education

program. She didn't "design" or dictate what needed to be done, or even the direction

it should take, but irdicated she wanted it changed to a post-baccalaureate program.

After much debate (0,.ree years), a majority of the faculty voted to replace the

undergraduate teacher education program wth a one year post-baccalaureate year.

A pilot middle-level program LVRs put in place in the Fall of 1990, and a collaborative

planning process was initiated i additional districts for future ETEP sites. Tills was

th. first time that public school faculty hau a major oit in designing teacher
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education in the college.

During this period, the college went t irough a substantial departmental

reorganization in an attempt to get more faculty involved in teacher education ar,d to

strengthen its ties with the SMP to build the linkage between teacher educatit n and

school change. The undergraduate preservice faculty were merged with the graduate

teacher education faculty. The associate dean worked to try to utilize the skills of the

graduate faculty, particularly those involved in professional education and

consulting with schools, by bringing their expertise into the preservice program.

Several faculty from other departments did get involved in teacher education, but

many others resented the amount of resources devoted to the redesign of Ole

preservice program. The teacher education faculty remains quit& small and the

faculty are spread thin; the labor intensive site-b ,sed program exacerbates the

workload.

Although the design process in eadi ETEP site between university site

coordinators and school-based educators ilas been a large y positive, collaborative

process, the change to a site-based program raised a number of issues among the

college faculty, creating tensions that persist to this day. The major issues revolve

around course ownership and content. The schools are promoting curriculum

integration in their teaching, while university faculty covet their discipline

specialization and expertise. Co-teaching with school-based instructors to provide

stronger conections between theory and practice lc valued, but it also raised

concerns among the university faculty about ownership and control of the course

content.

To address these concerns the mathematics and literacy faculty hav worked

extensively with school faculty to ensure that 4...ourses are theoretically sound and

incorporate effective instructional practices. The university faculty have scheduled
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courses to accommodate school faculty schedules. The effort has created a cadre of

school-based teacher educators in both Gorham and Fryeburg to teach the methods

courses in math and Fe,eracy. In both sites the program offerings in these two areas

are highly regarded by uni versify and school faculty and by ETEP interns.

The redesign of the preservice program was assisted with seed money from the

UNUM grant that provided support for training and development activities to help

the schoc and university-based teacher educators to implement the program, (e.g.,

support for course development by university/school teams and for training of

cooperating teachers). ETEP sites were chosen from districts that were members of

the Southern Maine Partnership and its Network for Renewing Schools. Each of the

sites had some support for a year of planning before the program started. The

principle that "teachers are learners" provided the feoneation for ETEP' s

development.

The Fall of 1992 brought the appointment of a new dean of the college of

education, who was one of the original :;ix charter members of the S MP as the

superintendent of one of the districts. That year ETEP expanded to its cus rent number

of five sites, adding Fryehurg.

The major changes in the preserv ice program from previous programs were:

joint coordination -- one university faculty member and one teacher leader as
co-coordinatore
a new admissioas procedure personal interviews of appl icants by a team of

school and college faculty.
size of the program determined by the numbe of quality placements
available.
a cohort group model to develop cohegial support among peers.
adherence to the school calendar begin when school begins, take school
vacations, but do not finish the ye le
team building to ' uild a sense of community and trust among peers.

integration of theory and practice throughout the year interns are in

classrooms, as wel as taking university courses, many of which are "team

taught" by one e liversity and one school faculty member.
intensive supervision of practice --- site coordinators are accessible to student-
teachers and cooperating teachers. This is facilitated by the small scale of the
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program and the low research demands on the university faculty.

reflective practice through journal writing and the development of
portfolios.
performance-based assessment of interns for teaching certification.

The influence of the school-based teacher educators has been felt in the

implementation of ETEP in each site. The co-site directors and the respective steering

committees have shaped the local character of each of the programs. The five ETEP

sites are all different in terms of their schedules, supervision and evaluation

processes, course instructors, and specific course content. The number of credits, and

required courses are the same (prescr)bed by State certification requirements). The

defined ETEP outcomes are consistent across sites, but the emphasis placed on them,

and the way student interns are evaluated varies across sites.

In Gorham a number of teachers were actively involved in the planning of

the Gorham ETEP site. They had a steering committee with representatives from

every building in the district, and teachers felt they had a real impact on its design.

As a result there has been strong distric. ownership and investment in the program.

Many of the teachers interviewed expressed that they were hesitant to be at all

critical of the program because they believed so strongly in the philosophy and they

commended the university for moving in this direction, although they acknowledged

that it didn't always work as well in leality as in theory. Some mourn the loss of the

Steering Committee, although they reognized that things have been ore efficient,

they noted that the program decisions have felt a little more external. However, the

responsiveness and availability of the site coordinators have alleviated ihost

concerns.

One of the fundamental aims of the program in Gorham, is for each intern to

develop a personal vision cf icaching and learning. The goal is for interns to know

their students and how they learn. To support this focus the coordinators empha6ze
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the inclusion of student work in the intern's portfolios to ensure that the prospective

teachers' vision of teaching is based on student learning. Building a body of evidence

to document the interns' growth as teachers, their understanding of the learning

process, and mastery of the ETEP outcomes, is the second dominant theme. The

ongoing observations made by the two coordinators and discussions that follow each

visit, consistently emphasized these two themes throughout the year. By the end of

the year, although the ETEP outcomes remained fairly subjective and fuzzy in the

interns' minds, there was no confusion about what was to be the focus of tl,e

portfolio. Students were given a lot of flexibility in designing the structure of their

portfolios, but from the interactions and feedback from the two coordinators the

interns said it was pretty clear what they were looking for "using student work to

demonstrate one's understanding of teaching and learning, your vision of teaching,

and mastery of the ETEP outcomes." Student interns noted that the reflection required

to build a portfolio was very helpful in understanding their own development and it

taught them a powerful tool self-reflection can be.

Similarly, the response journals required in the Gorham program were a

useful tool for stimulating reflection and dialogue between the student-interns and

the site coordinators, and between the intern's and their cooperating teachers.

Interns used the journals to ask questions, which v.,ere responded to sometimes in

writing and sometimes in face-to-face discussions. The amount of feedback in the

journals provided strong evidence of the real investment that cooperating teachers

have made in the teacher intern's development.

Fryeburg followed one year behind Gorham in becoming an ETEP site at the

urging of a teacher from New Suncook, who argued that USM needed a rural f;iic to

address the realities of most teaching jobs in Maine. flaying nvinced one USM

professor of the need, the process was set in motion to explore the viability of an ETEF
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site in Fryeburg. The hiring of a new Headmaster at Fryeburg Academy in 1990, who

Nas interested in developing a relationship with USM was one important factor. A

steering committee was convened with representatives from all of the schools in SAD

#72, Fryeburg Academy, and one USM faculty member, who volunteered to work on

the development of a new site. In January of 1992 a district-wide meeting (including

the Academy) was held to discuss the possibility of becoming an ETEP site. As in

Gorham the design of the Fryeburg site was collaborative with significant input from

school-based educators. This has resulted in strong support and ownership of the

program on the part of the district participants. The greatest challenge has always

been how to get more teachers involved.

The Fryeburg ETEP site is unusual because it is a rural site. Becalse of its

location and the availability of an empty dorm at Fryeburg Academy, it has become a

residential site. The student interns live in a dorm together for Cle entire year.

(There are a few married students who live close enough to Fryebur:; that they are

day-students, but most live in the dorm.) In exchange for room and board, the student

interns do "dorm duty" one evening per week, helping the high school students with

their homework, and have a commitment to supervise Academy students one weekend

a month Three times during the year they also have to chai.eron an outing which

could range from taking a group of students to the movies, to taking students hiking,

or going into the city.

The unique residential nature of the Fryeburg ETEP experience contributes to

a strong sense J f community among the interns, but the bonding that occurs is not

left to chance. It is an important aspect of the design of the program. They began the

year with the interns and cooperating ichers taking part in a two-day team

building experience throe. "Project Adventure." The purpose was to get to know

each other, and establish trust among the interns. Looking back on this experience
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the interns say the team-building really made a difference.

No one knew anybody else so a lot of it was focused on getting to

know each other, learning to trust, being able to talk about things

that are important to you, and trust others to respond to you, to listen

(....) They really intentionally put you in awkward situations and you

had to deal with it. But everyone went through it together so we had shared

experiences and by the end of the two days it had relieved a lot of anxiety,

and set the tone for working together the rest of the year.

The ETEP program in Fryeburg is largely determined by the steering

committee. It approves who can be mentor teachers. Those interested have to have at

least two years of experience in the district, be able to show evidence of continual

learning, and have the principal's approval. The steering committee is also involved

in the interview process for selecting interns.

The combination of the early roots of ETEP as an elementary teacher education

,gram, and the predominance of elementary school teachers as ETEP course

instructors has resulted in a significant elementary "bias" in the program in both

Fryeburg and Gorham. Secondary interns and their cooperating teachers commented

that many of the courses have an elementary focus, that observations from site

coordinators were less frequent, and that feedback was less relevant to the needs of

secondary interns. In addition to these factors, the relative size of the secondary

program to the elementary program tended to diminish the effectiveness of the

cohort model. The small number of students placed at a school, combined with the

sobject specialization limits the amount of interaction that occurs within the cohort.

The USM teacher education program has made significant progress in

establishing many new practices in preservice training. In the beginning of ETEP,

the school-based site coordinators were supported by UNUM funds. By 1993-94 ETEP
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was institutionalized within the university's structure. With support from the

university's vice president of business administration, the college of education

funded all positions, including the half-time site coordinators, and a full-time ETEP

director, and they are currently rethinking faculty work loads to accommodate the

needs of site-based teacher education.

Faculty Culture within the University

Prior to ETEP, faculty members were divided into two distinct groups: the

undergraduate and graduate faculties. The undergraduate faculty worked exclusively

in teacher education and had a heavier teaching load than the graduate faculty, The

graduate faculty taught one less course, with the additional three credit hours to be

devoted to "scholarship." Implying that the time wasn't needed at the undergraduate

level because there is no scholarship in teacher education. They operated as two

separate programs with little dialogue between the two levels of teacher education.

(Miller and Silvernail, 1994.)

Throughout this initiative uliversity faculty have been learning in

partnership with school-based f2culty through SMP discussion groups, team

teaching, and collaborative research projects to develop more authentic assessment

tools, such as portfolios, reflective writing, and demonstrations.. University faculty

have also learned to share authority in determining course cpntent and evaluation

criteria in methods courses taught in the sites, either by school and university

faculty teams, or taught exclusively by school-based faculty. The ETEP program is a

unique teacher education program io that most of the university courses are taught

on-site in five different professional development sites; few courses are actually

taught at the university. The faculty have had to re-allocate faculty workloads to

include site-based course offerings, and to reallocate fund to offset the costs

incurred by ^r:hool districts to release teachers to serve as site-coordinators and co-
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instructors for ETEP courses.

How much sharing, or co-teaching that actually occurs among university and

school-based teacher educators is different from course to course. While there have

been examples of co-teaching in the spir t in which it was originally designed, the

perspective of school-based teacher educators was that the practice hasn't flourished

and to a large extent has died out in Gorham, and in Fryeburg most school-based

teacher educators are either teaching courses independently or team teaching with

other colleagues from the district. Unless they are the sole instructor for the course,

the site-based instructors didn't sense real ownership or control of the courses; they

felt they are there mainly to provide the perspective of practi in the schools. Some

were disappointed in being lett out of faculty meetings and not being considered an

equal partner, while others felt half- connection with USM. The issue of

compensation tends to compound the feelings of secondary status. While teachers

have not been assertive in voicing this concern, there is a fair amount of resentment

that school-based faculty are not paid as well as the university faculty.

Miller and Silvernail (1994, p.44, 45) acknowledge that USM professors vary as

to their recognition of the value of practical craft knowledge in teacher education,

and their concern for the integrity ot the content taught. As described earlier,

faculty in the areas of literacy and mathematics education insured quali ty control by

organizing a cadre of teacher leaders who assumed responsibility for teaching the

methods courses in teacher education sites. This seems to have been an effective

strategy for addressing the challenge of course delivery in five different sites. In

some cases, students report that courses taught by school-based educators are far

more useful and challenging than some taught by university faculty.

From the school 's perspective ihe university faculty who are most in tune

with schools tend to be the ones involved ETEP. Yet there are a number of issues that
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concern both ETEP students and cooperating teachers. The quality of coursework is

inconsistent. While some courses were found to be both challenging and practically

useful, the general consensus was that university courses needed to have a stronger

connection to practice. When rating the ETEP learning experience, one intern

estimated that "10% wai learned in coursework, and 90% was learned in the

classroom with kids. Overall there was a lack of rigor in the program." Although the

workload is intense, and interns were always busy, much of it was considered

redundant "busy work." One intern's assessment of ETEP coursework was summed up

this way, "On a scale of 1-10 with 10 being challenging intellectual work, I never

broke a 5."

While the relationships are strong between the individual university and

school-based co-site directors, where a great deal of mu ual learning has occurred,

the reflective culture that has been the hallmark of reform in Southern Maine, is not

prevalent within the college of education. Currently there is no quality control, in

fact there is little communication across the five sites about course content or

nstructional methods. Eacli site has some strong components that could benefit the

programs offered in other sites (e.g., the portfolio process and response journals in

Gorham, and the team-building process in Fryeburg), but currently there is litde

awareness of the practices used in other sites. Some initial steps have been taken to

address this issue, but it remains a concern. Student interns indicated the need for

improvements in the content and format of courses, and in the quality of some

professors. Nevertheless, the student interns recognized that the ETEP program was

more challenging than most teacher education programs, and acknowledged that

some of their instructors were excellent.

The success and strength of the school/university partnership has created a

new role and somewhat of a dilemma for the dean of the college of education He has
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worked with the faculty and the university administration to redefine the reward

system for faculty scholarship and service to recognize action research on teacher

development in school settings. He has learned to become more of an ambassador

with the university administration and other departments to support developments

occurring in the site-based teacher education program. He has also had to wrestle

with the tensions between local autonomy and quality control that is ultimately the

responsibility of the university. "School-based teachers really feel empowered to

determine what is good practice, good pedagogy, and content knowledge, but it is the

university that gives the degree."

USM has never had a strong tradition of research in the college of education,

but it is becoming n ore involved in research. Lo'.,ier research demands have made

possible the commitment to developing effective site-based experiences, which are

the strength of ETEP. A new director of teacher education, who has a strong

background in research, has begun to change expectations in this area. For example,

USM is one of three universities in Maine participating in the Outcomes Project for

Teacher Education, sponsored by the Maine State Department of Education and the

National Association of Boards of Education. The university has also made a

commitment on a larger scale to evaluate the effectiveness of the ETEP program. USM

has joined NEA's Teacher Education Initiative Evaluation, committing to take part in a

five-year longitudinal study.

causal Analy,sil

In an attempt to find an economical way of summarizing the development of

this complex reform initiative a "causal netw ork" (Miles at Huberman, 1994) was

constructed One purpose for constructing a causal network is to raise the level of

abstraction beyond specific events and individuals, to an inferential level that can be

used to generate more general explanations across cases. The causal network tries to
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put on one page the main factors, and the effects that have been influential within

each site. For each case a list of variables was generated that seemed to be important

in the development of the partnership. For the cross-case comparisons, the lists

from each of the three cases were compared and common variables were identified

that were empirically meaningful in all cases, allowing for some case-specific

variables that were particularly important in a given site. A core set of 25 variables

was produced. The model of school-university partnership that was derived from

generalizing across the three sites is displayed in Figure A. The 25 variables are

grouped into ten thematic categories. The variables were then arrayed temporally as

in a path model. The general model describes the key ingredients that seemed to be

critical to the partnerships formation, it's development, and the outcomes of the

collaborative arrangement.

The construction of the causal network was a useful analytic tool for sorting

out the major factors and assessing their impact in the overall reform effort.

However, many readers find the complex chart difficult to decipher. For the

interested reader the complete causal network for Southern Maine and the

accompanying narrative explanation can be found in Appendix 111-A. A simplified

explanation is provided here to outline the logic of the analysis.

The antecedent variables that were most significant to the formation of the

Southern Maine Partnership are listed in Table 3.1. As displayed, different fartors

were influential in different organizations, but it was the combined impact of the

various factors that led to the formation of the school-university partnership. The

factors that stimulated the schools entry into the partnership were a combination of

pressure and support (Huberman & Miles, 1984) in the search for solutions to

growing concerns and the opportunity to get some assistance in tackling rough

issues. The pressure came from two sources. The State had recently passed two
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mandates, one reshaping teacher certification in the stai , and one defining

learning outcomes for K-12 students. This happened during a period of economic

hard times, when teachers were disgruntled about low pay and poor working

conditions. The support for change came from several sources. District leadership in

Gorham initiated a study to identify child development needs within the district,

marking the beginning of district renewal. The availability of external funds from

the state for reform supported this effort. Similarly in SAD #72 the superintendent

supported school renewal. When a faculty member from USM, with the support of the

dean of the college of education approached the superintendents about the possibility

of a partnership, all parties were willing to invest in a collaborative effort to

improve schools and teacher education.

The university was also motivated by the political mandate to change the

state's teacher certification requiremen s A faculty member who had an existing

relationship with John Good lad was aware of a new initiative Good lad was developing

to stimulate school-university partnerships. With support from the dean, district

leadership and both internal and external resoin :es committed to school reform, the

new partnership was launched in 1985.

Over the course of its ten year history, the success of the partnership and the

associated developments within the university, school districts, and individual

schools were due to a number uf factors, most notably stable leadership (see the

explanation of leadership stability on p. ) within each of the institutions, the volume

and variety of sustained professional development opportunities, and the

development of a reflective culture that supported continuous improvement.

Table 3. 2 lists the major variables that have contributed to education reform, first

within the schools and schonl districts, and then within the university teacher

education program and its graduate programs.
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The formatir n of the Southern Maine Partnership began with the shared

vision of an organization as "a devise for bringing together institutions that need

cach other for the solution of tough problems" (Miller & O'Shea, in press). The

vehicle created for addressing these problems turned out to be a powerful source of

professional development for all participants. The SMP began with educator focus

groups which established norms of critical reflection in a trusting, supportive

environment. These norms became so pervasive in the schools studied, that they

have become the modus operandi for all professional L aiming. A great deal of

professional learning now occurs among colleagues in their building and district

renewal efforts, but the variety and intensity of professional learning opportunities

available in Southern Maine has also had a substantial impact on the professionalism

of educators. Beyond the educator focus groups the SMP has supported educator

learning through its sponsorship of numerous school renewal efforts: the

assessment mini-grant project, guest speakers, conferences, Foxfire, and 'ay

facilitating connections with a number of professional networks, (e.g., Goodlad's

Network of Educational Renewal, the Coalition of Essential Schools, NEA). In addition,

funding provided by, or secured with assistance from the SMP, has provided critical

support giving educators time to learn.

In a consistent effort the two districts have also provided opportunities for

professional learning and teacher leadership through curriculum committees,

teacher-scholar positions in Gorham, and leadership roles in district-wide renewal

efforts: ATLAS in Gorham, and ARISE in SAD #72. These comprehensive renewal

efforts have also expanded educators' professional networks in these districts to

include Project Zero, the School Development Program, Education Development

Corporation, and RMC Research.

Similarly, the university's renewal efforts have been aligned with, and

120

' ;)



O
N

 M
I M

E
I I

n 
O

M
 N

M
 M

N
 N

I M
I M

I M
N

 I=
 IM

O
 M

a 
M

O

T
ab

le
 3

.3
C

on
tr

ib
ut

io
ns

 to
E

du
ca

to
r

Pr
of

es
si

on
al

is
m

in
 S

ou
th

er
n

M
ai

ne

D
im

en
si

on
s

of Pr
of

es
si

on
al

-
is

m

SM
P

D
is

cu
s-

lio
n

G
ro

up
s

R
ef

le
c-

tiv
e

C
ul

tu
re

In
te

ns
ity

of
Pr

of
es

si
on

al
D

ev
el

op
m

en
t

O
pp

or
tu

ni
tie

s

Si
te

-b
as

ed
te

ac
he

r
ed

uc
at

io
n

U
SM

G
ra

du
at

e
Pr

og
ra

m
s

T
ea

ch
er

L
ea

de
rs

hi
p

O
pp

or
tu

ni
-

tie
s

B
ui

ld
in

g
R

en
ew

al
E

ff
or

ts

D
is

tr
ic

t
R

en
ew

al
E

ff
or

ts

E
xt

er
na

l
C

on
ta

ct
s

C
ul

tu
re

 o
f

In
qu

ir
y

T
ea

ch
er

D
ev

el
op

m
en

t

+
.,.

+
+

+
+

+
+

+
+

C
ol

la
bo

ra
tiv

e
C

ul
tu

re
+

+
+

+
+

+
+

+

E
xp

an
di

ng
Pr

of
es

si
on

al
+

+
?

+
+

+
+

C
lie

nt
O

ri
en

ta
tI

on
...

...
...

...
...

..
+

+
+

+
+

+
+

?

E
ra

C
on

tr
ib

ut
in

g
Fa

ct
or

U
nk

no
w

n

1 
4 

I',

I



provided substantial support to the growing professionalism of educators in Southern

Maine. While the reflective culture and shared vision of education renewal are not

pervasive throughout the entire college of education, a core of faculty have assumed

prominent leadership roles in improving education in both the K-12 and university

system. The site-based ETEP program has been an important source of professional

development and leadership opportunities for both university-based and school-

based teacher educators. USM' s graduate programs in Instructional Leadership and

Educational Administration have also stimulated and supported many of the

curricular reforms undertaken in the two districts. A number of graduates of these

two programs have emerged as leaders within school and district reforms.

The synergy and integration of renewal efforts across ganizations have

significantly enhanced the professionalism of educators in Southern Maine. Table 3.3

displays the influence of these efforts on five indicators of educator professionalism:

developing a culture of inquiry, ongoing teacher development, a collaborative

culture, expanding professional networks, and a strong client orientation toward the

multiple clients within education to the children, to colleagues, to prospective

teachers, to the community, and to the teaching profession as a whole. The most

obvious observation is that all of these factors have made a contribution to increased

professionalism. The power of the maoy learning opportunities is increased when

built upon the reflective cu'.ure that has developed within the exemplary schools

and school districts in Southern Maine, and when the learning experiences are

numerous and have a coherent focus (e.g., performance assessment for students,

teacher interns, and experienced teachers), when they reinforce one another (e.g.,

curriculum integration and articulation within schools, districts, and SMP discussion

groups), and when there are regular "conceptual inputs" (Huherman, 1995) from

external contacts.
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In addition to the impact on educator professionalism, the study was also interested in

the institutionalization of these reform efforts. Table 3.4 summarizes both the

transitory and durable changes that have been produced in more than ten years of

reform in Southern Maine. A significant number of these reforms have become

routine practices, moving from temporary external funding during the

developmental phases to becoming regular allocations in district and college budgets.
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Conclusions

Returning now to our original conceptual framework, what have we learned

about the systemic impact of the school-university partnership? A summary of our

understanding is captured by a closer examination of the alignment of each

institution along eight critical dimensions. These factors, Vision of Learning,

Leadership, Professional Development Strategy, Opportunities to Learn, Commitment

to Research & Inquiry, Communications, Organizational Arrangements are

summarized in Table 3.5. A ninth factor emerged during the course of the study and

has been added to this discussion, that is the important of Personal & Professional

Relationships in making partnerships work.

Visi 011

The Southern Maine Partnership began with the dual agenda of the renewal of

teacher education and s, hools. It has been guided by a vision oft he teaching

profession as a dynamic investment in continuous learning. Within the Partnership,

the Network of Renewing Schools is a group of SMP schools that are committed to

sch3ol-wide renewal and restructuring. The focw, on student learning is evident in

the member schools commitment to:

Rethinking curriculum, instruction, and assessment with emphasis on how

thidents learn

Developing and using assessment tools appropriate for new conceptions of

teachiug and learning

Staff development approaches based on adult learning and active intellectual

engagement with issues

Rethinking the organization of the school with the goal of improving the

learning environment for students and the professional environment for

teachers
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Exploration of roles for parents, businesses and community members as

partners in education

Evaluating renewal efforts and their benefits to students.

The Mission Statement of ETEP states a belief that the process of teaching is

actually a process of learning. "Effective teaching is grounded in knowledge,

experience, critical reflection, and it,..salmmilnigni_jk_suzzadu_shijskan_And_40ilh

for the future. Such teaching encourages inquiry that leads to independent

thinking. Teaching is a complex enterprise. It is an art, a craft, a science, a

collection of skills, and common sense. Teachers and student together foster a

lifelong pursuit of learning which encompasses personal growth and global

awareness." (emphasis added.)

In Gorham, an important aim of the program is for each intern to develop a

personal vision of teaching and learning. They want interns to know their stuck.=

gpd how they learn. That is the reason they emphasize the inclusion of student work

in their portfolio to Insarg_Ing.....th I P. I I I

gj:L_tuatat_.jr,Bndng, (Emphasis added.)

In Fryeburg, as evidenced in New Suncook School, the focus is on children's

learning. Both district initiatives, ATLAS and ARISE are committed to improving

student learning outcomes. The consistent theme across all organizations in the

partnership is a strong commitment to enhancing student learning.

One student teacher observed that the most impressive thing in Gorham is the

kids' self-esteem "the way they reflect on their own learning it's unbelievable!"

L eldership

There have been a number of leadeiship changes during the ten years of this

par.nership and thus far the college of education the Southern Maine Partnership, and

ETEP have been resilient I() leadership changes, largely because the critical functions uf

leadership remained the same, even when individual leaders changed. The philosophy of
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education was amazingly similar from one leader to the next. The new dean's philosophy

was compatible with his predecessor's. There has been a consistency in philosophy and

collaborative attitude among the two directors of the SMP, both placing a high value on

teachers' expertise. Leadership in the schools is broad based, with many teachers assuming

critical leadership roles in both building and district initiatives, making changes in

leadership less disruptive. For example:

The principal at White Rock had a lot of faith in the teachers and he was really

committed to empowering them. He would never make decisions; he made them make them.

He would always tell them "it's only going to work if you work it out." Teachers remarked

that, "Sometimes it was really frustrating, but it was good for us. We really grew. It

encouraged discussion and we learned how to work together." When they learned that they

wouldn't have a principal the following year due to budget cuts there was no panic. When

asked if they needed one, they said, "no, the teachers already run the school."

What was important among all of the leaders was not just individual characteristics,

but rather the embodiment of many ingredients which were necessary for sustaining the

partnership and fulfilling its mission. Effective leadership was characterized by a

consistent vision, providing direction within one's own organization, as well as building

bridges between organizations that have mutual E. oals. This required attention to local

norms and local concerns and building structures within the partnership that were

responsive to the needs of all members. Effective leaders developed extensive networks and

worked at strengthening those relationships to increase both commitment to the cause, and

the potential for securing additional resources. Commitment among the various

constituencies was developed by providing opportunities for all sectors to be involved in a

substantive way, ensuring reciprocity of benefits, and encouraging leadership

development in others. Individual leaders, while major influences, were able to "fade" into

the background once they had established new norms and behavioral patterns to routinize

new ways of working within and across organizations. And yet, they were also astute

enough to recognize when it was necessary to step back into leadership role'. to maintain a

4 r--. 9
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focus on the goal, or to establish new directions.

Panfraiinn1 aratisuuncaL_Sirair4.4

The impact of the traditions of critical reflection within the Southern Maine

Partnership on the culture of inember districts and schools studied is evident. Norms of

collaboration, critical dialogue, and reflection among peers were acquired early on in

Partnership activities, particularly in the educator discussion groups. These same norms are

now operant within individual schools, where peers within one's own building are now the

dominant source of professional &velopment. One teacher noted that, "some of the best

inservice training we have had was teachers within the school to put on a bunch of mini

workshops that their colleagues could choose from. They seem to really value the voice of

experience."

The strong professional network that has developed both within Maine among

teachers across schools and across districts through Partnership activities, and across the

country have also been important sources for growth for districts, schools, and individual

teachers. These network resources have also helped create many new roles for teacher

leaders.

Mentoring future teachers has also been an important vehicle for professional

development. In addition to sharing new ideas, many teachers found it stimulated self-

reflection and improved their own practice. Experience with professional development

opportunities have been incorporated into the ETEP student's learning experiences as well,

socializing them into the practice of on-going learning. One student teacher remarked that

she was impressed with the way her cooperating teachers were constantly learning: "the

way they dialogue with each other, share ideas, constantly looking for new ideas, they go to

workshop they even listen to my ideas."

Opportunities to Learn

The gift of time to learn has been a critical factor in the ongoing professional

development of educators in Southern Maine. This gift has often been the result el

temporary grant funds, but the recognition of the importance of time for learning is seen

130 I r- 9
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when districts build into their schedules regular times for teachers to meet, and in the
institutionalization of positions like the teacher-scholar positions in Gorham, and the ETEP
school-based site coordinators. The commitment to ongoing learning exists without money

to "buy time," because the focus of the learning opportunities are so closely tied to issues

that are critical to what they do they are focused on teaching and learning.

The Southern Maine Partnership provided important opportunities for universiiy

faculty to learn as well. Because of the close ties with schools and districts the university

teacher educators share in many of the same learning opportunities with their school-

based counterparts. Within the college itself, few formal opportunities have been developed

to address faculty development, however some recent opportunities have developed through

the State's Outcomes Project for Teacher Education, and participation in a professional

network focused on the use of portfolios in teacher education.

Research & Inquiry Base

There is a strong tradition in Southern Maine of engaging in critical dialogue and
reflection once again, the legacy of the early educator discussion groups. Some schools

are becoming more involved in action research, and evaluation of their programs. School-
based educators are knowledgeable, well-read, and quite critical consumers of research.

Exposure to a broad range of national efforts in school reform has been a significant factor,
as have USM's graduate programs. teacher it New Suncook, White Rock, and Gorham High

School all cite their graduate study as having been a major source of professional learning.

The training in inquiry and action research that exists in the tea,:her preparation

program is not rigorous, and in some cases is complet.:ly absent. Where journals are

required, they are a valuable tool for reflection, but they are used inconsistently from site
to site. Student teacher portfolios are also a tool Li' o!.d to stirr late self-reflection to varying

degrees, depending on the structure and intended purpose of the portfolio. In Gorham the
focus on building a body of evidence to document teacher development provides the

structure for guiding critical reflection about 'one's own learning.

The tradition of self-reflection remains much stronger in the school and in their
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intersection with university faculty than within the college of education itself. Within the

college, little time is devoted to empirical research. It is surprising how little documentation

exists, given the ten year history of this remarkably successful partnership venture in

education reform.

Communication

Communication is quite strong within the districts, schools, and within individual

ETEP sites. This is in part due to the small scale of schools in Maine, and the lack of

bureaucracy, but also due to the commitment to school improvement efforts. Innovations

have spread rapidly, (e.g., the Curriculum Unit Planning Template described in the next

section). Both districts have made strong efforts to increase parent and community

involvement in education.

Gorham is now linked electronically, and there is a significant effort to keep

educators and the community informed. Fryeburg is working on connecting all the schools

in the district through a computer network. The distance between schools there has made

communication among schools difficult in the past. The two district reform initiatives

ATLAS and ARISE provide a focus for communication across schools in the district.

Although within each ETEP site there is strong communication among coordinators,

cooperating teachers, and student-teachers, within the college there is little communication

between ETEP sites, There is little awareness of other sites' programs, and little quality

control across the program. Some initial steps, have however been taken to address this

issue.

As displayed in Table 3.5, reading across the rows, considerable alignment has

occurred among the state, the university, school districts, and individual schools in their

reform efforts. One striking example' has been the work on assessment of student outcomes.

Conversations about student outcomes have been stimulated by the leadership and funding

provided by the SMP, and district restructuring efforts: ATLAS in Gorham (Authentx

Teaching, Learning, and Assessment for all Students) and ARISE in Fryeburg (Assessing,
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Reflecting, Integrating for School-based Excellence). In Gorham these efforts were further

supported by district leadership who promoted teacher-scholar positions, summer

curriculum work, and teacher-led staff development.

In Gorham the K-12 outcomes are being developed through a cycle of

experimentation, reflection, feedback and revision by teachers working together

throughcut the school year and during summer institutes. The ATLAS initiative has become

a coordinating mechanism for engaging people in discussions about just what is the job of a

teacher. Intern 11 committees and external interactions through various nation networks

(NASDC, Goodlad c Network, Foxfire) are working in tandem to engage the staff, student

teachers, and parent in various aspects of this work. A portfolio system is being designed to

provide meaningful documentation of student progress towards meeting the district

outcomes. Portfolios provide the foundation for a conversation between the child, parent

and teacher around the quality of student work. This year Gorham instituted 30 minute

parent-teacher conferences at all grade levels that include the student presenting his or

her portfolio collection.

The emphasis on student outcomes is consistent with the emphasis on outcomes in the

ETEP program. Parallel performance standards have been developed for the ETEP program

outlining what a student-teacher should know and be able to do, based on the INTASC

(Interstate New Teacher Assessment and Support Consortium) standards. The outcomes are

used to evaluate student teachers throughout the year in an on-going dialogue about the

student intern's development as a teacher. Advisers and mentor (cooperating) teachers um

the outcomes as a guide for providing feedback, which are also the standards used to certify

satisfactory completion of the preparation program. Many cooperating teachers indicated a

real strength of the program is the set of clearly defined learning outcomes. Although the

outcomes are well-defined and given the cumulative nature of the assessment process there

are no surprises at the end of the program, ultimately the evaluation is based on the

subjective ratings of university and school-bast d supervisors.

ETEP has also instituted student teacher portfolios as the foundation of their

-
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assessment program. The portfolios are a compilation of evidence documenting the students

growth and attainment of the outcomes. As a process it is designed to stimulate self-

reflection and be a source of professional development for the student. Student-Interns

commented that the portfolio development was a valuable self-reflection tool.

One significant outcome of the ETEP program that has been documented is a marked

increase in hiring rates of ETEP graduates, even though the job market in Maine has been

extremely competitive in recent years.

The districts and schools are participating in a number of national networks to

design teacher outcomes that are connected to student outconjes A number of experienced

teachers are developing professional portfolios to be used in teacher evaluation, as well as

to stimulate reflection and professional growth. USM fac...Ity members have worked closely

with the schools on these developments, often in a role of mutual learner as well as in an

instructional or facilitator role.

Another significant example of the systemic impact that has been achieved through

Gorham's K-12 district alignment efforts is the curriculum planning template. During the

ATLAS Summer Institute in 1994, forty teachers, (mainly elementary) developed a tool to

assist teachers in planning curriculum units, and to facilitate the district's K-12 curriculum

articulation. Student teachers were introduced to the tool both through ETEP classes, and via

their cooperating teachers.

Early in the year the ETEP students attended joint workshops with district teachers to

learn about the templates and the rubrics. Seeing it widely used in the schools they found it

was a useful tool for communicating with cooperating teachers. Its intended use is for large

unit planning, not for individual lessons. Lesson plans come from it. The template requires

the user to identify the Theme, Essential Questions, Goal for Understanding, Composition

(writing objectives), Knowledge & Skills, Tools & Resources need for the unit, Culminating

Project, and Assessments. Once the student interns became comfortable with using the tool,

they came to recognize the value of planning backwards from outcomes. They indicated that

they found it useful to test their plan for completeness and coherence.
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One of the student-interns relayed the following observations about the introduction

and implementation of this and other innovations in the district:

Teachers were overwhelmed at the beginning of the year with all

the ATLAS changes. There was a meeting in the beginning of the

year where they were introduced to exhibitions and benchmarks,

and the curriculum planning template, and the writing process

rubrics, etc. In some ways I think teachers felt that a lot was being

forced on them all at once. There was, however, a lot of support for

teachers to learn these new things within the district and their

own buildings, with help from the on-site ATLAS site developers.

There was sort of a sense that teachers were willing to do a lot of this

because they were so focused on kids. If it was good for kids, they

would do it.

Relationships

Miller and Silvernail (1994) noted the centrality of personal and professional

relationships in USM's reform of teacher education. These relationships were built on

frequent interaction, shared work, common interests, and continual dialogue. The

university and the districts share a history. They had been involved together in the

Southern Maine Partnership before the teacher education agenda was introduced. "The

model is clearly not a product of rational linear planning, but what they have called

"systematic ad hocism" (Miller & Wolf, 1974). Having a general map, but not a detailed

itinerary, similar to Fullan's (1993) "Ready, fire, aim" approac 1. As Fullan describes the

process, you begin with a plan or vision of what you want to accomplish, then you develop

an idea and pilot test it you try it out (the "fire" part). Then you reflect on the outcomes,

Li
evaluate the effort (aim), adjust, and try again.

The legacy of this long-term participation is a strong network of professional

contacts to draw on for future development. In many ways, success breeds success through

the development of extensive professional networks within the Partnership, that help to
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establish contacts with professionals around the country. For example, th,..1 Partnership's

origins grew out of an exiSting relationship between the founder and John Good lad. The

SMP became one of the original sites in Good lad's Network of Educational Renewal. The

portfolio project in Gorham was influenced by their relationship with Harvard's Pr, ject

Zero (through established relationships of the district superintendent) as early as 1988. The 111

discussions about improving assessment of student work was additionally supported by the

Southern Maine Partnership's assessment mini-grant project, and Gorham's involvement

in the ATLAS project. ATLAS has been a major initiative that enabled Gorham to build on

the substantial groundwork that had already been done.

It is, however, relationships among educators within the multiple partnerships the

SMP, ETEP, USM-district collaboration that have established its strong collaborative

culture. Much of this can be traced back to the norms of reflective practice that provided

the foundation for the original educator discussion groups in the early days of the SMP.

Those norms continue to prevail among the faculty of individual schools, and across schools

in district renewal efforts.

Those norms have also been embedded into the collaborative development of each

ETEP sites studied. School-based educators gave a lot of credit to the ETEP site coordinators in

both Gorham and Fryebt:rg for the program's success. The coordinators connect well with

schools, they listen to feedback, and act on suggestions to improve the program. Most

important to school-based faculty, the coordinators have demonstrated that they value the

wisdom of practice expertise and the contribution of school-based teacher educators.

The strength of these relationships have also resulted in a blurring of institutional

boundaries. Because of the overlap of USM faculty leadership and participation in both the

SMP and college programs, many school and district educators have come to see the

Southern Maine Partnership and the college of education as one and the same. It is possible

that some confusion of the roles of these two organizations has occurred in this report as a

result of the extensive intermingling of the programs that has occurred and the integration

of reform efforts in the lives of educators in Southern Maine.
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Appendix III-A.

Causal Network

At first glance, figure 3-A looks more like a maze of boxes and arrows, than a

coherent flow chart. The accompanying explanatory text should help decipher it. The

complexity of the chart is indicative of the complexity of this comprehensive reform effort.

The network begins with antecedent variables on the left (variables 1-9), which 1, d

up to the formation of the Partnership. The intermediate or intervening rariables describe

the evolution of reform, (variables 11-27). The outcome variables are arrayed in the far

right column, (variables 28-33). The outcomes of interest in this analysis were five

different characteristics of professionalism: a culture of inquiry, teacher development;

collaborative culture; professional networks; and accountability. In addition there was

concern for the durability or "institutionalization" of these reforms.

There are three dominant streams in the flow chart. The stream along the top of thc

figure has most of the esalestalehlr_eskeLtion variables. The stream along the bottom has

most of the school_ district and individual schul variables. The middle stream contains the

variables that describe the Partnership.

Narrative for Causal Netyork: Southern Maine

A number of critical antecedent variables stimulated reform on three different

fronts. State mandates (1) for reshaping teacher certification, and defining learning

outcomes for K-12 udents were passed during a period of economic hard times (3), when

teachers were disgruntled about low pay and poor working conditions in the schools. This

led to parent activation and the election of a pro-school town council, which in turn led to

the hiring of a new superintendent (4) in Gorham. Gorham's superintendent (4) initiated a

study to identify child development needs within the district (6), marking the beginning of

district renewal. The availability of external funds from the state to support reform (5), and

new leach rship (4) willing to invest (8) in district rent wal (6) stimulated change.
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One university faculty member's connection with Good lad's Network 'If Educational Renewal

(7), along with support from the dean of the college of education (2), and the energy for

renewal stimulated by the state initiatives (1) led to the formation of a school university

partnership (10).

The reallocation of district resources (8) in conjunction with administrative support

from the university (9) helped to solidify the partnership, which created a shared vision

(11) and a strategy (12) for achieving school reform. The vehicle developed turned out to be

a powerful force in this renewal effort. The label "professional development" may be

parsimonious, but it obscures the variety and intensity of learning opportunities that have

yielded such significant outcomes. A more elaborated chart features those components. The

"blow up" in Figure 3-B highlights the extensive network of professional development

experiences. The Partnership began with educator focus groups (A) which established

norms of critical reflection (13). These norms became so pervasive that they became the

modus operandi for all professional learning in the schools studied, whether sponsored by

the SMP, !n graduate courses at USM (E), or among colleagues within individual schools.

Members of the Southern Maine Partnership have access to numerous and varied

professional learning opportunities. District reforms in Gorham (inspired and encouraged

by Partnership discussion groups) led to the creation of Teacher Scholar pritions (B) in

each school, district-wide curriculum committees (C), resulting in new teacher leadership

opportunities (23). USM's graduate courses (E) in Instruct Ion Leadership and Educational

Administration was also a significant contributor to the development of teacher and

administrative leadership (23) in both districts. The joint venture with USM in site-based

teacher education created additional leadership roles as ETEP site-coordinators (H), and ETEP

course instructors (I). Later the ATLAS project (24) extended tVe range of learning

experiences through district-wide committees and summer institutes, conference

presentations (K), and the establishment of ATLAS site developers (J) in each building. In
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SAD #72, similar opportunities have developed through the ARISE project (28), in the role of

teacher leaders (M).

The Partnership itself provided complementary and supplementary learning

opportunities through outside speakers (D), renewal assistance projects such as Foxfire (F),

the Assessment Mini-grant program (G), as well as direct assistance in individual school

renewal projects. The partnership also played a critical role in developing an extensive

network of external contacts with professional networks (32), such as: Good lad's Network of

Educational Renewal; Maine's Innovative Education Grants Program; Maine State

Restructuring Program; NEA; Project Zero; The Foxfire Network; the Coalition of Essential

Schools, the School Development Program; and more.

These multiple professional development opportunities have accumulatively

contributed to increasing professionalism via a greater appreciation for research and

establishing a culture of inquiry (29), substantial teacher development in both knowledge

and skills (30), a strong collaborative culture in the educational community (31), and strong

client orientation to multiple constituencies, including: students, parents, colleagues, and to

the teaching profession as a whole.

The Partnership's strong foundation (11,12,13) that met the needs of educators, not

only survived a leadership change (18), but the consistent vision (11) helped the

partnership continue to thrive. The stimulation and support from the partnership (11)

along with the availability of temporary external funds (5), and strong building leader,hip

(14) resulted in significant school development (15,16,17). The partnership (10) with

leadership from the university (9,18) began to address reform of preservice teacher

education (20). Temporary external funding (19) and significant iput from school-based

educators (21,22) helped shape the direction of teacher education (20), ond produced strong

ownership of the program (ETEP) in each district. The ETEP program in e,kch district (21,22)

benefitted from the district (6) and school development (15,16,17) that occurred before ETEP,

and the schools (15,16,17) benefitted from the interaction with university faculty and

student teachers (21,22). Both district renewal efforts have created teacher leadership
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opportunities (23). These collaborative efforts have contributed significantly to developing

a culture of inquiry (29), teacher development (30) among both school and university

teacher educators, the development of strong collaborative cultures (31), and a strong client

orientation (33) for the learning needs of K-12 students, and future teachers.

The role of the partnership (10) in both district (6) and school renewal (15,16,17) was

to channel the energy of new leadership (4) and initial steps toward renewal (1,5,6) by

focusing the vision (11) and providing the vehicle (12,13) to promote educator learning

(30). Temporary external funds (19) obtained by the partnership (10) provided motivating

learning opportunities (12,13) to support school development (15,16,17). Leadership

changes in both districts (25,27) did not disrupt renewal efforts, and in one case (27)

provided new opportunities for district renewal (28). The professional contacts (32)

developed through the Partnership (10) facilitated the acquisition of additional temporary

external funds (19) to further district renewal (25,28) that supported continued individual

school development (15,16,17). In addition the mutual development of site-based teacher

education programs (21,22) provided reciprocal benefits to both preservice education (20)

and teacher development (30) in the schools (15,16,17) through significant teacher

leadership roles (23). The intensity of involvement in school development (15,16,17) from

multiple sources (10,12,19,21,22,23,24,27,1,5) has contributed to developing a sound research

foundatiol and culture of inquiry (29), substantial teacher development (30), collaborative

cultures within schools, districts, and teacher education (31), with a strong client

orientation (33). Most significantly, these continuous efforts over a nine year period have

resulted in the institutionalization (34) of many professional development opportunities

(12,13,21,22,23,24,28,29) which are now built into district and university budgets, and the

culture of schools and university-school relations have changed to where collaboration is

now a way of life (13,31).

The teacher education reform has followed a similar path, with many of the same

factor playing a significant role. Political support for reform from the Stbte (1), combined

with the forum for addressing change in the Partnership (10), and input from schools
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stimulated the leaders in the college (9,18) to initiate teacher education reform (20).

Assistance from temporary external funds (19) enabled the development of site-based

teacher education programs (21,22). These school-based partnerships were a significant

source of professional development (12) and leadership opportunities (23) for both

university-based and school-based teacher educators and have produced strong

collaborative cultures (31), and a strong client orientation (33). New leadership in the

college (26) is also beginning to stimulate a greater appreciation for, and involvement in

research (29). Substantial institutionalization (34) of this innovative site-based program

has been achieved as the costs have been subsumed within the college's budget.

The complexity in the chart tends to blur two major streams: district and school

renewal, and teacher education reform. The lack of distinct paths is an accurate depiction of

these renewal efforts, as can be seen in the considerable overlap in each strand's

development. The two efforts have become so integrated into the lives of educators that they

no longer view them as separate programs, but rather as essential components of their own

professional and school development. This integration speaks to the strength of the

partnership (10) less to the organization itself, than to its spirit (13). This can be seen in

the resiliency of this renewal effort through several leadership changes (18, 25, 26, 27), and

in its substantial institutionaliiation (34), changing educational practices in all parts of the

system.
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I V . Systemic Reform in West Virginia

Impetus for reform at West Virginia University (WVU) came from several sources

that coalesced in 1986. The combination of political support, critical leadership, and

external funding provided the ingredients needed to kick start reform at WVU. The

President of WVU identified the improvement of education in West Virginia through the

improvement of teacher education as one of five strategic goals for the University. He

wanted this reform effort to be a university-wide endeavor. The dean of the College of

Human Resources & Education (HR&E) saw this as an opportunity to do what the faculty in

the college had been talking about doing for a long time redesign the teacher education

program. The commitment to reform was reinforced when WVU joined the Holmes Group, a

national consortium of universities committed to the improvement of teacher education

through the development of Professional Development Schools (PDS) in public schools. The

college applied for and received a planning grant from the Claude Worthington Benedum

Foundation in Pittsburgh in 1987 to devise a plan for the simultaneous rene% al of teacher

education and schools. The Benedum Foundation has had a long-standing commitment to the

economic development of West Virginia. Education is an essential element in the

foundation's comprehensive reform strategy. The foundation chose to support WVU' s

proposal because it has the only full complement of teacher education courses and inservice

education courses in the state.

In the fall of 1988, they received a major three year grant from the Benedum

Foundation to pursue three objectives :

1. To reconceptualize those programs that prepare teachers and other

education professionals to make the programs intellectually sound and

congruent with one another.

2. To establish professional development schools that will bridge the gap
between research and practice in the profession.

3. To establish collaborative processes, strategies, and structures that will

make these changes last.
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(A New Vision for Teacher Education at West Virginia University,

p. 4.)

In January of 1989 a Benedum Project Management Planning team was formed,

marking the official start of the Benedum Project, the dean appointed the associate dean to

be the director of the project and appointed staff to manage the project. The staff was made

up of representatives from the College of HR&E, Arts and Sciences (A&S), and public schools.

As project work expanded an effort was made to recruit more public school participants.

While the plhnning team served as coordinators, they always "cast their net widely"

actively recruiting involvement of all stakeholders within HR&E, A&S, and th e. public

schools. As advocated in the school change literature (Fullan, 1991; Goodman, 1988), the

Benedum Project worked to involve as many key people as possible from all the constituent

groups to establish a broad-based sense of ownership of the renewal effort.

The university committed $50,000 per year to support teacher education reform.

These funds were used to pro iote collaboration across campus through various professional

development experiences. Tht is were used to send interdisciplinary groups of faculty

members to Holmes group meetings. The Project also sponsored discussion sessions

organized around themes to encourage the development of pedagogical content knowledge.

The goal was to get faculty to experiment with their university courses to blend the "what"

and the "how" of teaching. The university funds were also used to support pilot projects, for

example a math professor received support to redesign a math course to actively engage

students in critical thinking, focusing on patterns and logic rather than on memorization

of principles and equations. Another pilot project was undertaken by a history professor to

develop a critical thinking approach to teaching civilization which challenged students to

trace the progress of human rights throughout history (Partners for Progress, 1992).

In the first planning year, a diverse group of educators from the university and the

public schools were recruited to work on the PDS Planning Grant team. One count)

superintendent served on the original PDS planning committee helping to establish

selection criteria and make recommendation of school-based educators to participate in the
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Benedum planning process. The PDS team used a "nominal group process" to elicit

everyone's ideas, and to prioritize and consolidate the ideas into a shared vision of the PDS

concept. Five Belief Statements were developed to provide a foundation for developing PDSs:

1) All in a Professional Development School are learnsrs.

2) All in a Professional Development School have the opportunity for success.
3) The organization of a Professional Development School encourages all to be

empowered.
4 ) A Professional Development School fosters an environment of mutual respect.

5) A Professional Development School promotes curriculum and instruction that
evolves from continual review and that reflects the school's vision.

The planning process included the formation of several Teacher Education redesign

committees during the summer of 1989, engaging 46 faculty members from six different

colleges and 17 different departments (Phillips & Wolfe, 1991) to focus on seven different

areas of concern: pedagogy, philosophy, psychology of learning, general studies, society,

students, and teacher discipline. Carefully balancing team composition by grade level,

content area, and county representation, the recruitment committee selected about 130

public school personnel to work on the seven curriculum development committees. The

committees examined theory, research and practice to make recommendations for a

redesigned teacher education program.

Even though all of the committees had representation from many sectors, with so

many different committees working simultaneously, communication among all the

participants was a challenge. An ad hoc Program Review and Integration Team (PRIT) made

up of the chairs of all the committees, was esta'llished to coordinate the teams working on

the new teacher education program. In October 1989, a retreat was held bringing togethei

the teacher education redesign committee members and the PDS team, to share information

ana make plans for getting started.

The next two years brought a flurry of activity as a great deal of energy and

enthusiasm was mobilized to create the Benedum Project. In the Fall of 1989 the PDS design

work and application process was completed and information was distributed inviting

schools in four counties to apply to become PDSs. The formulation of each PDS's vision

I
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began as they developed their applications. The PDS selection process selected schools based

on their expressed commitment to the five belief statements and an assessment of their

potential for putting the beliefs into practice (Partners for Progress, 1991). County

Superintendents committed their support through written statements for schools applying

to become PDSs, and the provision of matching funds and substitutes to enable schools to

participate in the Benedum project (Field, 1992). In February of 1990 six schools were

chosen to become Professional Development
Schools, but the start up was delayed by a state-

wide teachers strike. In response to the strike, West Virginia Senate Bill 1 was passed,

requiring the establishment of faculty senates in schools to implement site-based decision-

making. In March the six PDSs established their own site-based steering committees, (which

were separate governance structures from the f4culty senate), and later that spring a Cross-

Site Steering Committee (CSSC) was established as the decision making body for PDSs. The

CSSC was designed to provide a forum for sharing information across sites, and between the

Project and the PDSs. The organization was also charged with creating policies that would be

needed as the activities :n each site began to evolve (Field, 1992). The cross-site steering

committee consisted of the principal and one teacher representative from each school, the

co-chairs of each PDS steering committee, the Benedum Project staff, and university

collaborators. The CSSC was co-chaired by one university faculty member and one school-

based faculty member.

In addition to cross-site planning, governance, and communication, the CSSC's initial

responsibilities also included review of funding proposals submitted by the PDS sites. This

turned out to be a frustrating and time-consuming process which was addressed in two

ways. First, a proposal process was established to fund school-site initiatives, to be reviewed

by a PDS proposal review team. Second, the CSSC asked sites to develop mission statements to

guide their long-range planning and to assist with funding decisions. This first year was

an exploration period for PDS activities. The Project staff encouraged experimentation and

risk-taking, reassuring the PDSs that it was OK to make mistakes; the point was to learn from

those mistakes and continue to improve. From the perspective of some of the PDS faculty it
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often felt like they were feeling their way in the dark The PDS sites developed their

priorities for school improvement, and began planning pilot projects, often with feelings of

uncertainty as to where they were going. It was a period of frustration with many

wondering if anyone rea!ly knew what to do or how to do it.

Meanwhile that spfing, the Teacher Education Committees formulated tentative

curriculum recommendations on program goals and presented them to the Program Review

Team. Even at this early ct:...6e, the Benedum Project staff began sharing their work in

progress with others via their first national coneerence presentations.

During the summer of 1990, the first of two Alpine Lake retreats was held to

synthesize the information from the team reports into objectives that would guide the

completion of the teacher education curriculum. Two major documents were produced from

the work done at that retreat: "Characteristics of a Novice Teacher," and "Characteristics of

an Effective Teacher Education Program." These two documents outlined the knowledge,

skills and attitudes that novice teachers who graduate from WVU should have and the

characteristics that the teacher education program must have to produce new teachers who

possess that complement of capabilities. Again participation was broad based, including

HR&E faculty, A&S faculty, deans, and school-based faculty. Based on the summer work at

the 1990 Alpine Lake retreat, the teacher education committees were realigned into three

general teams: pedagogy, liberal studies, and teaching disciplines. The work of those teams

focused on translating the themes of the Alpine Lake documents into specific learning

experiences for the new teacher education program.

The 1990-91 year was the beginning of several changes in leadership that impacted

the project. The dean who had initiated the Benedum Project left the university and an

acting interim dean was appointed whiie a search was conducted for a new dean. At the

same time, a new governor was elected in West Virginia who had a business orientation and

commenced with reorganizing the state higher education system.

In the summer of 1991 a second retreat was held, Alpine Lake II, to review and

synthesize the work of the curriculum and PDS teams and tu begin to establish specific
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sequences of learning experiences in pedagogy, liberal studies, and the content disciplines.

Participant reaction to the intense collaborative process was very positive. The 40

participants in each Alpine Lake retreat (Summer 1990 & 1991) developed a community.

Altogether, approximately 30 different university faculty and 30 school faculty were

involved, in either one or both of the Alpine Lake retreats. The participants indicated that

they felt they had a voice and that it was a real collaborative effort -- everyone was listened

to, and mutual respect was the guiding force during the retreats. (Hoffman, Barksdale-Ladd,

Racin, 1994). Factors that participants identified as helpful in developing collaboration

and mutual respect at the Alpine Lakes meetings were:

Participants were strategically selected and carefully balanced;

They had an effective facilitator;
Even before the meeting, commhtees had worked hard to welcome school people

and A&S people;
Food and informal socializing facilitated an important esprit de corps;

Small group work was more productive and supportive than large meetings;

It was focused and task oriented, and they produced an important product; and

The project director was very skilled at working with school people. As one

university colleague observed, "He did a masterful job."
(Hoffman, et al. 1994)

That summer also marked the arrival of the new dean of HR&E, replacing the former

and interim deans as the Principal Investigator of the Benedum Project. With the transition

of leadership within the college, work on the new teacher education program slowed as

there was a delay in funding the continuation grant. One committee did, however, continue

work on revising curricula for the Integrated Elementary Education Degree. This was to be a

new degree that reduced the number of isolated courses in the former program, by

integrating a number of themes into all of the courses. For example, the committee decided

to dro the Children's Literature class and integrate it into all other courses. Technology

would be integrated into all classes. Classes in early childhood, science, social studies,

language arts, and math methods would all include the use of technology, gender equity,

children's literature, as well as specific content material.

In the meantime activity in the PDSs cignificantly increased. The first Teacher

Education Center (TEC) was established in one of the elementary PDS schools to provide site-
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based coordination of the field experience for a cohort of preservice students. The

distinguishing features of the Teacher Education Center concept were the continuous

reform and renewal activities occurOng in the PDS, the close on-site supervision for both

students' early field experiences and student teaching, and collegial relationships between

teacher educators in the university and teacher educators in the schools. Supervising

teachers were selected based on their ability to model best professional practice and their

ability to mentor teacher education students in thinking about teaching and learning.

To further refine long-range planning, the CSSC developed a strategic planning

process for PDSs, and several PDS courses were developed and offered to PDS staff: Critical

Thinking, Teacher as Researcher, Collaborative Consultation, Observation and Discussion of

Teaching, and Grant Writing. Some courses were tailored to individual school's needs,

others were offered for all PDSs; some were taught at school sites and some courses were

held at WVU. The first research projects were initiated within the project, one, a qualitative

study of "persistent invol vement" in the teacher education redesign, and the other a study

of teacher empowerment in a PDS. In the spring of 1992 a research agenda team was

established and a process was designed for applying for small research grants from the

Benedum Project.

As part of the governor's reform of higher education, that spring a Board of Trustees

and Chancellor' s initiative singled out teacher education as a target to address the need for

increases in the quality and efficiency of higher education. They called for an increase in

the content and quality of programs and a reduction in enrollment, as the state was

producing far more teachers than the market could absorb. In response to this mandate the

university established a universi ty-wide advisory group to respond to the Chancellor's

initiative. The dean requested a report from the Benedum Project which created an ad hoc

committee to make recommendations on structural elements of the new teacher education

program. The committee produced what has come to be, known as the "Blue Book," entitled,

"A New Vision for Teacher Education at WVU" which was the official response to the Board

of Trustees, as well as the Ben, dum Project's report to the Benedum Foundation on the



Teacher Education Redesign.

The summer of 1992 marked the beginning of a transition in the structure and

operation of the Benedum Project. The "Blue Book" was written based on the early work of

the projcct, the two Alpine Lake Retreats, and committee work, but had to be put together

under what faculty described as "unreasonable" timelines for the University Board of

Trustees. The dean presented the Blue Book to the Board. Following the production of that

major document the dean instituted a new budget and proposal format for the Benedum

continuation grant application procedure which dispersed the grant writing task among

several groups within HR&E, moving the coordination of the grant writing process from the

Benedum Project to the dean's office. To increase accountability the dean divided project

activities into task areas with specific timelines, budgets, and coordinators. With this

decentralization of project tasks, the Benedum Management Planning Team ceased regular

meetings, as there was no longer a need for this administrative body.

The PDSs continued to develop their own directions, pianning and designing their

own professional development, conferences, and curriculum development projects. A

number of WVU faculty members provided technical assistance for many of these

initiatives. A second Teacher Education Center (TEC) was established, based on the model of I
the first TEC, but adapted for the secondary level. Elementary and Secondary Teacher

Networks were initiated as a cross-site project. The secondary network never really got off

the ground, but the elementary network became a powerful vehicle for professional

development. The group was basically a self-determining group that took many forms,

largely focusing on one issue at a time. Topics that were of primary importance were whole

language and developmentally appropriate education. The teachers engage( in a range of

professional learning activities: discussed research articles, visited sites to observe

innovative practices, attended conferences usually sending two people who were then

responsible for reporting back to the group what they had learned. The teachers also

brought in guest speakers, and experimented in their own classrooms, using the group aS a

sopport group to try out ideas, problem solve, and learn from each other.
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During this period, work on the teacher education program focused on the pedagogy

component (discipline work was not funded in the 92-93 grant.) Work on the pedagogy core

was completed in the Spring of 1993, and guidelines for the new program's site-bast.1 field

experiences were developed.

The Center for the Renewal of Professional Preparation :..nd Practice was established

as an attempt to institutionalize the practices of the Benedum Project. Its purpose was to

enhance the lives and work of education professionals by strengthening the knowledge

base which informs their practice and restructuring the organizations where they work.

However, no additional funding was ever obtained and the Center is no longer functioning.

Faculty described the 1992-93 year as a year of transition with a number of changes

in administrative positions. k new aE.,ociate directcr for PDS was hired to serve as a liaison

from the Project to the PDS schools. The associate dean of HR&E resigned his administrative

role in the college to become full time director of the Benedum Project, and searches were

conducted for a new associate dean, as well as a new chair of Curricolum and Instruction

(C&I). One faculty member suggested that 1992-93 should be viewed as the "invisible year"

things got done, but usual in small groups, and not everyone was kept informed of what

was happening. The lack of communication about the project's activities produced some

dissatisfaction with the management of the project. It revealed some of the inevitable

tensions between the desire for grassroots involvement and the need to move things

forward bureaucratically. While collaboration may have been the desired strategy it was no

the most efficient vehicle for getting things done. The project staff had established the two

decision making bodies (the CSSC and the PRIT) to coordinate the work of PDS development

and the teac),er education reform work, but the project staff maintained authority for the

day co day operation. Long-range planning of project exigencies such as reports to the

foundation, grant writing, budget expenditures, and conference presentations were largely

thc. purview of the project staff. While the project staff made attempts periodically to keep

participants informed, faculty felt that reports were not frequent enough to give all

stakeholders a sense of the overall project plan. Long periods of what appeared to some to be

1 7 9
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inactivity, led to speculation, rumors, and questions about what the staff was doing, and

where the project was going. The project staff started a newsletter to respond to that

concern. The newsletter, however, tended to feature the PDS developments more

prominently than the developments on the teacher education program.

During the 1992-93 year the dean initiated the beginning of the university Faculty

Senate Review Process seeking approval for the new teacher education program. After the

Blue document was hurriedly put together in May 1992, the curriculum development teams

switched their attention to syllabus development for the Faculty Senate approval process.

Materials were developed for the review, and a campus-wide debat- ensued. A n tmber of

questions were raised from departments all over campus regarding course enrollments,

credit and FTE allocations, and resources needed to implement the program. The most heated

debates, however, revolved around the degree configuration. To address the concerns HR&E

responded in writing to the issues raisei in Senate debate, and arranged a number of

meeting: where concerns could be discussed face to face

One faculty member who had originally served on the Benedum Management

Planning Team in the early days of the Benedum Project, ended up leading a contingent on

the floor of the faculty senate against the approval of the redesigned teacher education

program. He explained that a lack of communication had left a chasm. He felt that they

were close to a national model, but before agreements had been reached among the

architects of the program, the dean "rushed" to put through the "Blue Book" proposal.

Although there had been many disagreements and heated discussions during the

history of the project, this was the first serious battle between HR&E and Arts and Science

faculty. Many thought it was premature to take the document (The Blue Book) to the Senate

before committees had reached agreements as to the structure of the new teacher education

degree configuration. There are still substantial disagreements and differing

interpretations about how this process was handled and why. One idea that had received

substantial support initially in the PRIT was an integrated arts & sciences and education

degree known as the BASE degree. HR&E was resista to this formulation. When it was
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learned that the Board of Trustees had put a moratorium on new degree programs, and that a

new configuration would require state approval, the PRIT worked out a compromise

agreeing to a dual bachelor's degree. There had been many meetings among HR&E and A&S

faculty to discuss the degree configuration, but some felt no agreement had been reached. It

was viewed by some of the participants as the first significant departure from the

collaborative process that had been established for the teacher education redesign effort.

Up to this point there had been university-wide participatior, relationships among

faculty had developed across colleges and departments, and some collaborative research had

been initiated. Changes in individuals had developed quicker than institutional ones, and

structural changes needed to support interdisciplinary collaboration had not yet developed.

Durinr. the Alpine Lake meeting participants had equal voice in shaping the agenda of

reform. As the work moved beyond planning to implementation, the activity became

dispersed and responsibility for determining the project's 1,genda became the role of the

project staff. Faculty observed that the same networking and esprit de corps that was

developed during the Alpine Lake retreats was missing among the HR&E faculty. The

sentiment was described by one faculty member who explained, "We thought the

enthusiasm that was built at the Alpine Lake Retreats would carry us, but it didn't. Part of it

was the pace at which things ! 'ogressed. Setting up PDS sites took a full year, and by then

many faculty had lost their et ,husiasm or moved on to other things." Another faculty

member echoed a sentiment expressed by many others, that in the early days of the

Benedum Project (Alpine Lake), they had a vision, but they had lost it, and now they are

struggling with what kind of knowledge is at the core of a curriculum of teacher education.

While relationships between HR&E and A&S faculty are still positive A&S faculty not

as active. There had been well over 100 Arts & Science faculty members who had had some

involvement in the project, ranging from committee 'York to working with individual

teachers in schools, or serving on site steering committees. A group of the most committed

faculty participants estimated that there were at most ten A&S faculty members who have

been actively involved attending meetings regularly and working on curriculum
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revisions. One of the participants noted that, "Not many from A&S are still involved in the

process. Many are frustrated with the HR&E's 'this is the way it's going to be' attitude."

The 1993-94 year was spent refining syllabi to address the faculty senate concerns.

The faculty who worked on the new design expressed disappointment in the final product.

One professor remarked that,

We were originally told to dream about the best thing that you can come

up with. Now the design looks traditional on paper because it was constrained b y

university regulations for the senate degree configuration approval process. It still is

course-based. We wanted it to be a menu of modules, but that idea was shot down. The

university insisted we had to work within a three credit hour per course design.

So in February of 1993 the pedagogy syllabi were revised to conform to university-

wide agreements reached on the degree configuration, and in the spring of '94 the Faculty

Senate approved the new teacher education program. The new design is for a five year,

dual degree program which leads to a bachelors degree in the teaching discipline and a

masters degree in education. When the BA in education was changed to an MA the proposal

went to the graduate council for approval. In addition to a liberal studies component,

pedagogy component, and work in the teaching disciples, four strands or themes will be

integrated into all courses throughout the program: inquiry, diversity, 4ecial education,

and the use of technology. During the final three years of the program, students will be

continuously engaged in site-base field experiences in PDS cohort groups.

Once approved the faculty participants hoped that they would be able to revisit these

plans and that the process would allow them "to restoke the dreams." Many felt that a big

part of the problem was internal to HR&E. "Things never got out of college of HR&E because

everyone would say A&S won't allow it, without even testing it."

In December 1993, the Benedum Project office moved out of the dean's office to a new

location, and the project administration was reorganized. Following confirmation from the

senate in May 1994, responsibility for the new teacher education program moved from the

Benedum Project to the new chair of C&I. The chair of C&I was later appointed to coordin te
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the Teacher Education program, which is to be a new configuration that had yet to be

defined as data collection for the study was completed. It was envisioned that the teacher

education program would extend beyond department, college, and institutional boundaries.

The Benedum Project staff continued to facilitate PDS levelopment, but responsibility for

other tasks was restructured. The dean hired an evaluator to coordinate the PDS outcome

assessment study and to work independently from project staff to address the Benedum

Foundation's concerns about evaluation and accountability.

Although the 1993-94 PDS teacher assessment study had not been completed, plans

were ,nade to expand as additional sites would be needed for field placements for students as

the new program becomes operational. In the fall of 1993 an Alpine Lake retreat was held to

develop criteria for new PDSs. The Cross-site Steering Committee set up a review team to

review applications and select eight new PDSs. In June of 1994 a week long orientation was

held for the new PDSs by the five original sites. Whereas it served as a valuable

introduction to the PDS concept and process for new sites. the project staff was surprised at

how beneficial it was for the "old PDS" folks. It was very affirming for each of them to

share publicly their accomplishments of the first five years.

In the fall of 1994 an organizational meeting of the new configuration of teacher

education faculty was held, and a coordinating council was established with representatives

from HR&E, A&S, the PDS schools, as well as other colleges in the university. The chair of

C&I focu .ed his attention on holding meetings with various departments in A&S to discuss

plans for their courses in the new teacher education program. The new program calls for

redesigning majors within A&S in English, math, social studies, and science for teacher

education students. One A&S faculty member noted that education students have an extra

responsibility that other students don't have. Citing Lee Shulman's talk at a Holmes group

meeting, he asserted that prospective teachers "have to think about transmission. That ha...

to be part of education requirement in addition to greater content knowledge students

need to think about content specific pedagogy." This concern is one focus of the

restructuring of teacher education thW. has stimulated discussion and reflection in other
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departments. For example, the proposed major for mathematics education has more

demanding requirements than the regular A&S mathematics major. This recognition has

challenged the math department to rethink its curriculum offerings and its methods of

instruction.

By the 1994-95 academic year the Benedum Project had largely become two separate

reform efforts: one focused on the development of PDSs, the other focused on the redesign

of teacher education. The Benedum Project staff hosted a series of HR&E breakfasts

featuring activities in the PDS sites to attempt to improve communication between the two

initiatives. One faculty member described the division this way:

The PDS's have been developing independently, and at a faster pace

than the teacher education program. The teacher education program

has been working along, predominantly at the university, but with

involvement of some school-based educators, but there haven't been

many connections between the two efforts.

He felt that by the spring of 1995 the Project was beginning to iransition, that "they are

starting to build some bridges between the two, and that they are no longer parallel

projects, but that they are gradually merging toward a point in the future where they will

meet ot infinity."

During 1994 che continuation grant proposal was developed in set;tions by task areas

compiled and submitted to the foundation, and was initially rejected. The continuation

proposal ended up in prolonged negotiations between the dean and the foundation.

According to the foundation, the contentious issues revolved around evaluation and

institutionalization. Documentation that had been requested was never delivered. These

negotiations and the college's responses revealed sharp philosophical divisions between the

dean's office and the Benedum Project staff, and resulted in frustration, anger, and a loss of

trust between many of the PDS participants in the project and the college, and ultimately in

the rtsignation of the Benedum Project's director and associate director. The project staff

had been working on the belief that those who were going to implement change are the
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ones who should develop it, so the planning and development had been collaborative and

inclusive. The project directors elt that the direction of the project changed from a site-

based inductive approach to a centrally-coordinated training process coordinated by the

university for new PDS sites, beginning with training in strategic planning, and the

change process. On the other hand, the dean's office felt that the de vet pment of new sites

could be done more efficiently the second time around building on the lessons learned from

the first groups experiences. A steering committee chair from one of the original sites

acknowledged that it would have helped to have some training in strategic planning up

front.

All acknowledged that it was a difficult time. While there were many interpretations

of the situation, one faculty member acknowledged that there was plenty of blame to go

around, but felt that "all the in-fighting and back biting is disillusioning." One PDS faculty

member saw the change this way:

It's like they are paying us to go to a retreat to learn what they want

us to do. They seem to be hell bent on making it into something that is

transportable." Now the university people are "talking at us, preaching

their position as if they are going to teach the schools how to make change.

This is so different from [the former project directors] wh, were so

committed to listening to schools and valuing their iaput. (....) But we

have come so far already, and no matter what happens, they can't take it

away from us.

It is important to note that these sentiments were expressed at a time when the

controver y was at a peak. The transition period following the resignation of the Project

directors has been characterized by a void in leadership, suspicion, and resentment from a

number of parties which had greatly strained what were once strong relationships. Much

of the anger resulted from the way the situation was handled and how changes were

communicated to PDS participants. A transition team was established with representation

from both "old" and new PDS sites and HR&E to develop a new structure for the projects
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operation.

The college administration acknowledged that the commitment of the college and that

of the schools at that point did not have the same focus. Many in HR&E felt that PDSs need to

make a greater commitment to working with preservice students. Not all of the old sites

have had made a commitment to working with cohorts of preservice teachers, and the

future needs of the teacher education program will need PDSs to work with WVU students

for both the early field experiences and student teaching. The college's priority at that

point was getting the transition team to come up with a organizational structure so that the

work could move forward. The college leadership acknowledged the need for shared

ownership and shared leadership, and the need to move "beyond the project mentality to a

program that becomes 'standard operating procedure' a new way of working for

everyone."

It will, however, take time to rebuild trust, just as it took time to create it in the early

years of the project. As the process of restructuring the project began, many of the PDS

representatives were proceeding with caution. There was a concern that the new direction

was already set and that they didn't have any input. "PDS folks are scared very skeptical

because the en snge was out of the blue." Another PDS representative explained that the

PDSs weren't used to surprises. "That wasn't the way they worked, and we have

expectations, norms for how this project works." Another PDS member agreed that "now

there is a definite lack of trust [The original Benedum staff] were easy to trust they

earned it -- they walked the talk."

Yet another school-based educator explained, "We have done what we were asked to

do (The university) waited us to hc empowered, shared-decision making I've done it

(sometimes screaming and kicking all the way, but I've done it), collaboration we've done

it. Those have to be the norms for the whole system all the way up to the dean."

While the transition team worked on developing a new organizations.: and

governance structure, one of the cross.site co-chairs felt that a major challenge the was to

keep morale up. Funding for cross-site meetings had been discontinued in the new funding
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cycle. This was a foundation decision. It was a push to begin to institutionalize some of the

PDS practices. PDSs were encouraged to think of ways to "invent" time so as to become a

standard part of each school's operation, rather than remain dependent on temporary grant

funding.

On the college side, one faculty member was not concerned about the "lull" in

activity during the transition, as there have been regular ebbs and flows of activities

during the first six years of the project, and he was optimistic that things would pick up.

A number of things affect the inertia of the project roadblocks

have come up: turnover in leadership of the college, and soon the

president of the university will be leaving (....) The teacher education

faculty doesn't have clear ownership of the new program yet. The

Benedurn Project folks did have ownership. It's also a difficult economic

time, and when there is competition for scarce resources it doesn't foster

collaboration or cooperation. ilenedum resources may get shifted to make

this happen." ji.e., give ownership to the teacher education faculty]

During the transition period, he felt that there was a universal frustration with the

lack of knowledge about progress there may be progress being made, but there isn't

awareness of it if that' s the case. Another faculty member felt that they were at a crucial

point that they had to address the ownership question. "If we don't ask why they [the

faculty) don't feel ownership of the redesigned program, then we won't be able to change

it. Then the next question will be whether we have the gumption to do it?" Although

tensions remain h gh, there seems to remain a strong commitment among both the PDSs and

the university that the work that has been done thus far is too good and too important to let

it die. A search has begun for a new director of the Benedum Project.

The restructuring effort in West Virginia is the "youngest" of the three reform

plojects in the NETWORK's study. It is now in its sixth year. It has experienced significant

changes in leadership during that period. There has been a complete turnover of

administration from the provost, dean, associate dean, and chair of C&I, during the course of
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the Benedum Project. And yet, the unique and exciting aspect of the Benedurn Project has

been the widespread involvement of university arts and sciences faculty along with HR&E

faculty and public school teachers and administrators. Although HR&E has taken the lead in

the reform, it has been a university-wide ffort. A number of A&S faculty spoke

passionately about their commitment to improving teaching at all levels. While it is clear

that they are currently struggling through a difficult transition period, perhaps those

difficulties can provide valuable insights into the critical components that must be

coordinated to bring about systemic change.

One way to understand the mechanisms at work here is to follow the development of

several strands of the partner.hip, then return to the conceptual framework for the study

(described in the introduction), by examining the seven critical factors to help understand

the impact of the reform effort in each of the member institutions, and finally to identify

facilitating and inhibiting factors that have influenced those effects. During the cout se of

the study at the NETWORK' s working conference, participants agreed that another essential

ingredient in making school-university partnerships work was the importance of personal

and professional relationships. This was added as the eighth critical factor.

As an advance organizer, the critical variables that form the lens for this analysis

are:

vision of learning
leadership
professional development strategy
opportunities to learn
commitment to research and inquiry
communication
organizati onal arrangements
personal and profession el relationships

As described in the introduction to this volume, for the purpose of this analysis, the

"system" is defined by the member organizations of ihe school-university partnership

the Benedum Project. An examination of earl; of these factors within each of the

organizations in the partnership will provide further description and understanding of the

scope of this reform and its impact. Thr "site" comprises the interacting network of
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individuals and organizations that together are attempting to reform the teaching and

learning process. Within the K-I2 system we have focused on one elementary and one

secondary school. The selection of schools was made by mutual agreement of the project

staff, the schools, and the NETWORK researchers. The research questions and design of the

NETWORK study established parameters defining the major variables under investigation.

An effort was made to select schools that participated in preservice preparation, and

extensive on-going professional development, while engaged in school-wide improvement

efforts. The Project staff then selected the individual schools that they felt best met the

criteria. There was also a desire to select schools representing two different school districts,

so in this case, one of the schools selected had only minimal involvement with WVU's

preservice program. The schools selected probably represent the most exemplary schools

rather than the "average" level of school development within the project. Within the

university system the investigation included two WVU students one student teacher placed

at each of the selected schools, faculty, and the preservice teacher education program. The

intersection of all the component parts is found in the school/university partnership

where personal and professional relationships provide the connections within and between

organizations.

The next section focuses on the school strand to examine how the lienedum Project

has impacted the individual PDS sites. I he final strand of the story is the cnanging culture

of the College of HR&E and teacher education as organizations. Each strand will be described

in turn.

Morgantown High School

Built in 1927, Morgantown High School is located in Morgantown, in walking distance

of the downtown campus of WVU. Morgantown, the county seat of Monongalia County, is the

commercial, educational, and residential hub of the county. It has a population of 60,000,

which includes 20,000 WVU students.

Morgantown High School (MHS) currently enrolls about 1350 students. The

attendance area of the school reaches from the most rural sections of the county to



neighborhoods surrounding the university, resulting in significant economic diversity in

its student population, with 50% of the students coming from rural communities. Ethnically

it is quite homogeneous (95% white). It has a very stable population, with 92% of the

student body spending three years in the school.

The school has a tradition of academic excellence, frequently producing the highest

number of National Merit scholars of any school in the state each year, and has received

numerous awards for academic achievement, including being named a West Virginia School

of Excellence. Sixty-five percent of the students pursue four year college degrees after

high school graduation. The faculty at MHS is stable and well educated. Over half of the

teachers have been at MHS for over ten years. Three of the 90 faculty hold doctorates, with

more than sixty holding at least one Master's degree, with severat teachers having earned

recognition for outstanding teaching. The current principal is only the third principal the

school has had since WWII, at,d he had served as assistant principal at MHS for 18 years

prior to becoming principal in 1989, the same year that Morgantown High became involved

in the Benedum Project. Prior to the new principal's appointment, MHS had been a

traditional hierarchical school where the administration made all the decisions. The new

principal was committed to shared decision making and had begun establishing these

practices before the state mandate to do so was issued.

Morgantown High's initial involvement in the Benedum Project began with four

faculty members who participated on the curriculum development teams, and the PDS team

during the planning grant period (Field, 1992). The PDS planning team was co-chaired by

one represent tive from WVU and one from the public schools, a teacher at Morgantown

High. These four MHS faculty were motivated by the knowledge that teachers in PDS sites

would be provided with technical assistance, funding, and human resources to assist the

school in moving toward its goals. Utilizing the collaborative model employed in the PDS

team experience, two of the teachers organized a similar collaborative shared decision

making process to complete the PDS application. Although the majority of the work in

writing the application was done by two teachers, 71% of the faculty voted to apply to

164 ::,) r)
1J 4,1

1

1



become a PDS.

After the 1990 teachers' strike was settled, and the selection of Morgantown High as a

professional development school was made, a celebration was planned to announce their

selection. The dean of HR&E and several faculty rembers from WVU attended to

congratulate the school and to demonstrate their commitment to working together. This

acknowledgement had a positive effect on MHS, a school that was seriously skeptical about

collaborating with WVU. Too many years of traditional hierarchical relationships had left

many feeling suspicious of the university's motives.

The first step in becoming a PDS was to establish a site steering committee to

coordinate PDS activities. The first site steering committee was made up of teachers,

administrators, a parent, the school's business partner, university faculty, a student, and

the superintendent of the county school system. The initial work of the steering committee

began with a small number of active participants who tackled the nuts and bolts start up

activities: identifying a room for PDS activities, developing communica ion mechanisms,

developing shared decision-making practices, and developing a vision for the school. The

group met over the summer to develop processes for creating a mission statement and staff

development activities for the beginning of the school year.

Using small discussion groups, MHS agreed on the school's vision "Becoming a school

for the 21 st Century," and the identification of four characteristics of such a school: 1)

flexible scheduling, 2) interdisciplinary teaming, 3) critical thinking and problem solving,

and 4) the availability and incorporation of new technologies. laving established the four

chara;teristics of a school for the 2Ist century the faculty were sty,nied in tryi,ig to figure

out how to implement them. Steering Committee members expressed their concerns to the

dean's offike in HR&E. This con ersation produced the idea to engage in a strategic

planning process and to seek assistance from the president of WVU, a MHS alumnus and a

noted expert on strategic planning. The steering ommittee then created a process to

involve the entire faculty in the crc ,ion of a school vision and the identitication of

strategic planning themes that would be the focus of restructuring activities at MHS (Field,
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1992). 'The themes developed were:

Restructuring
Critical Thinking
Professional Enhancement
Student Success
Technological Enhancement

The availability of funds to support teacher learning and the opportunity to create

new programs excited many teachers and increased the number of teachers interested in

participating in Benedum Project activities. The first proposal MHS submitted to the CSSC for

funding was to support time during the summer to plan for fall PDS activities.

The CSSCs Proposal Review Team quickly found it difficult to make decisions about

whether a project was important to the goals of the school when 4 long-range plan was not

well articulated. As a result, the CSSC made it a requirement for the schools to document each

proposal's relevance to the PDS Belief Statements and the school's long range plans.

In the 1991-92 school year, professional development experiences were initiated by

the steering committee to help teachers understand the process of school change and

restructuring. A Septernbcr "Snow Day" was arranged with County support to run a

conference designed by MHS teachers for MHS teachers to learn about and discuss

restructuring issues around the school's five themes.

In addition, a group of teachers received Benedurn funding to visit other sites

engaged in restructuring efforts. Some preliminary work was done to explore developing

stronger linkages with WVU and the preservice teacher education program. With the

assistance of the Director of held Experience at WVU and interested teachers, MHS developed

the Academic Assistance Program, a tutoring program using WVU students to work with

students in need of additional help.

Many MHS teachers participated in a year-long critical thinking course coordinated

by WVU faculty and a MHS social studies teacher, or took other PDS courses arranged

through the Reneduin Project. Courses that MHS teachers participated in were Teacher as

Researcher, Observation and Discussion of Teaching, and Grant Writing. In addition the

steering committee arranged weekly showings of professional videos accompanied by
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refreshments in the PDS room.

Morgantown High School held a Restructuring Institute in the summer of 1992, again

with the purpose of developing greater understanding of the change proces: and

restructuring, this time with a specific focus on scheduling and curricula development. The

institute featured national leaders in school reform, as well as a range of activities to help

teachers understand the change process. It was followed by their second "Snow Day"

Conference in the fall. Snow Day H, featured panel presentations given by teachers from

successful restructuring initiatives around the country.

Hearing about the successes of the conference, MHS students requested a "Snow Day"

of their own, where they could address issues of interest and concern to teenagers. With the

help of a Benedum grant, students and one MHS faculty member put together an all-day

Teen Forum with concurrent sessions where students could choose from a range of topics,

including suicide risks, eating disordees, sexuality, date rape, teen alcoholism, among

others. The power of this event was that it was student generated. It was one of the first

major opportunities given to students to take charge of their own learning. Students'

reactions to the event were overwhelmingly positive, and a second Teen Forum was put on

by another group of students two years later.

The 1992-93 school year began to see the fruits of these staff development efforts in a

significant number of new initiatives in curriculum. Teachers developed interdisciplinary

pilot programs in science & critical thinking, science & math, the use of technology, and

English & social studies, and they began studying potential plans for restructuring their

master schedule.

It was also the beginning of the Teacher Education Center (TEC) at Morgantown High.

The TEC was developer by a teacher in the school to shape the preserviee teachers'

experience around the unique context of the school. The TEC is organized on a cohort model

where a group of WVU students learn about the culture of the school together. Their

introduction to the school begins during an introductory course in which students spend six

mornings in the schnol. For the course students interview a number of people in the
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building. The site coordinator organizes the interview schedules to lessen the demands on

MHS faculty's time. The cohort returns the following semester for their student-teaching

experience. Student teachers are introduced to the school's restructuring themes and their

impact on instructional practices. During the first three weeks the student teachers are

together almost every day for an extensive introduction to all aspects of the school, support

services, resources, technology training, and restructuring initiatives in the school. The

TEC coordinator, who is also a MHS teacher, is released half-time to coordinate the

preservice field experiences with support from Benedum funds. She provides the ongoing

coordination of the program. Many cooperating teachers mentioned the importance of her

role in making this a positive experience for both student teachers and cooperating

teachers. One of the cooperating teachers noted that it was the site-coordinator who made

the program work. "She really listens to the students and to the cooperating teachers and

she is the go-between with the University." Her knowledge of the school and its programs

contribute to the success of the program, as does her credibility with both the school and

university faculty. Regular communication has increased cooperating teachers'

understanding of the program's requirements and preservice students' needs.

Prior to their arrival at MHS the student teachers are not a cohort. T hey don't come

with common background or experience; if they have taken courses together it has been

coincidental. The school provides a real com-nunity and the student-teachers become a part

of it. The site coordinator has designed their time in the building to experience all aspects

of the school. The WVU students go to everything: to Faculty Senate meetings, to department

meetings, to professional development activities. Many of the students have become

involved in extra,curricular activities at the school. One student teacher said that she felt

the teachers-to-be were treated as colleagues, "other teachers address you by name."

Since becoming a PDS there has been a large increase in the number of college

students in the building as part of the tutoring program, methods courses, or for th-,ir

student-teaching placements. All of this was possible because there was an on-site

supervisor at the school. Having a university supervisor in the building allowed for much
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closer supervision. Student teachers were observed at least once every two weeks. She would

always ask students what they wanted help with and then che would focus her observations

to address their concerns.

There has also been a growth in faculty interest in having student-teachers.

Prior to the Tek.,:her Education Center, there had been a lack of coordination and

communication between HR&E and MHS, and the quality of the experience of the student

teacher depended on the commitment of the cooperating teacher. Now the site coordinator

and the university coordinator collaborate to carefully match student-teachers with

cooperating teachers. There is careful screening of teachers asked to serve as supervising

teachers. The coordinators look for exemplary teachers who are also skilled at mentoring

college students.

The 1993-94 school year was a busy one for Morgantown High. They instituted a new

block schedule with 90 minute periods. Block scheduling has allowed the incorporation of

several new programs: more extensive use of technology, more hands-on experiences in

math and science, and piloting the of integration of English and social studies. The new

schedule has also emphasized the need for different teaching strategies to hold students'

interest for 90 minutes. MHS solicited the help of a teacher educator at WVU to help them

develop skills in collaborative and consultative teaching. She agreed even though she said

she had had it with "one shot inservice. But they had a plan for implementing the schedule

change." She did an inservice training during the summer on cooperative learning, and

then a follow-up session in the fall. MHS set up a group to meet monthly to continue with

the work. This advance preparation contributed substantially to the success of the new

sc hedule.

MHS has developed a strong collaborative rt.lationship with WVU which has provided

the school with opportunities to tailor and support the faculty's professional development to

specific needs and requests. As a result of these collaborations, several new courses have

been introduced at Morgantown High in micro-scale chemistry, astronomy, computer

programming, multi-media, and CHEMCOM: chemistry in the community. During a three-day
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summer workshop, twelve teachers received technology training in the use of new multi-

media hardware and enhanced network capabilities. This group became the nucleus of

"experts" who have provided workshups to meet requests from the rest of the faculty for

additional technology training during the year.

The use of technology has had a school-wide impact as computers are used as an

instructional tool across the curriculum. MHS has expanded its computer programming

offerings to address a range of student needs and interests. While teaching courses to

prepare student for the Advanced Placement Exam, the school also provides opportunities

for lower achieving students to experiment with programming. During the i991-92 school

year the computer science department at WVU collaborated with MHS to begin teaching the

ADA language, makitig Morgantown High School one of the few high schools in the nation

to teach the new programming language. Two new multimedia courses have been added to

the curriculum. Beginning with the introduction to LINKWAY, an authoring software tool,

students use computers to compile "folders" and develop presentations using laser discs and

CD-ROMs. Students produce multi-media exhibitions using LINKWAY to demonstrate their

knowledge. For example, one student "folder" was a presentation on "Women in American

History." Another student designed a multi-media guide to assist other students in using the

library. Further enhancing their technological capacity, MHS has also been selected as an

IBM test site for piloting Ultimedia products.

Internet connections enable students to communicate with other schools across the

nation. The technology coordinator found computer technology to be particularly effective

in motivating students who have been traditionally uninterested in math. She found

students in basic math classes were eager to write and solve story problems when they did so

with other students in other schools around the country via th internet. She also had

students engaged in a multiple city consumer study "on-line."

Morgantown High is also working on developing stronger ties with the community,

especially with parents. A special subcommittee on parent involvement was created and a

Parent Forum was held to help parents understand the changes occurring in their child's
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education. MHS and East Dale Elementary jointly hosted a community workshop, "Night

Under the Stars," to showcase their innovative science and astronomy programs.

During the first five years, PDS activity has made significant changes in the school,

sometimes within a single classroom or department, but one observer noted that with the

block scheduling there was not a single person who hasn't done something differently,

whether it was in the use of technology, or implementing different teaching strategies.

Although there are still a few skeptics and non-participants, it is generally felt there is

beginning to be a blurring of lines between Benedum, TEC, and Schools that Work (a new

county initiative). In the Faculty Senate the vision for the school is clear and lines have

blurred between projects. At first Benedum was a taboo subject in the Faculty Senate

people felt it had its own place, its own steering committee. Now PDS issues zre discussed.

However, the ethos of Benedum has yet to permeate the culture of the entire =hoof. A

culture of inquiry and continuous improvement is growing, but is not pervasive school

wide. While faculty are receptive to new ideas and there is no active resistance some noted

that at faculty senate meetings the discussion usually focused on scheduling or discipline,

not on curriculum or student learning.

There is a solid core of faculty (estimates ranged from 20 to 30 faculty members

which continues to grow) for whom the professional development school concept has

changed their way of working, their teaching as well as their interactions with colleagues

and their sense of professional community. These faculty have been engaged in developing

new curricula, changing their own instructional practices, attending and presenting at

professional conferences, and continuously pursuing new professional learning

opportunities. There is also some element of contagion and arm twisting going on within

the school. Those teachers who are "on board" are so enthusiastic and they are trying to get

others to give it a try. There have been changes in individuals, and with changes in the

schedule the effect has been across the school, but one somewhat skeptical teacher didn't

think there were any profound changes in the essence of the school. He thought it was still

a "rather traditional high school with a funny schedule."

-) rs
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More significantly however, students at Morgantown High say that teachers have

improved greatly over last year, perhaps because the 90 minute periods have allowed (or

challenged) teachers to change their teaching strategies. Students felt that teachers now

looked at students as though they were intelligent capable students. According to students

interviewed by a student teacher, there is more emphasis on making learning more hands-

on, and student centered.. The superintendent was impressed when two boys from MHS came

to see him because they wanted him know how great their integrated social studies and

English class was. He said they love it, they want more of itl

East Dale Elementary is Marion County's largest elementary school, with an

enrollment of 600 K-6 students. It is a rural school built in 1971, built in the "open school"

concept. East Dale was chosen as a West Virginia Exemplary School in 1988, and a National

School of Excellence in 1989. An action research project conducted by an East Dale faculty

member as part of a PDS course revealed an overall satisfaction with the school among the

staff, students and the community.

East Dale's introduction to the Benedum Project was through three teachers who

participated in the early planning meetings at West Virginia University. The principal

enthusiastically presented the concept to the school, strongly advocating that they apply.

The faculty made a commitment to apply and identified math, science, and technology as the

main focus of their PDS work. The shared decision-making aspect of the Benedurn Project

would be a significant change for what had been a very traditional, hierarchical school.

Before Benedum, (the principal) did everything. She would go off

and visit places, or go to conferences, and then she would bring the

ideas back and try to overlay it onto whatever we were doing. They

[the teachers] used to resist her like crazy. We did it, but we hated it

(....) no one has changed more than the principal has. She has given

up so much power and the staff doesn't try to knock her out of her top

spot anymore like they u;.ed to."

But she noted two important leadership qualities that had always been present she is fair,
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and she has high expectations. "If you are not doing your job, you're called on the carpet

for it, but she does it privately, and does not try to humiliate you."

The county supported East Dale's PDS application. They had the support of all the

board members, as East Dale was already recognized as an outstanding school. The school has

a very active PTO, which does a lot of fund raising. There was already a philosophy of

continuous improvement at the school, and they had been active in grant writing and

finding support for school improvement projects. Having been selected as a PDS site, East

Dale was able to leverage their participation in the Benedum Project to obtain an

Eisenhower grant. The difference now after five years of development is that the earlier

efforts were almost all the principal's effort. While the principal still maintains a strong

kadership role, the Benedum Project has resulted in much more broad-based participation

and leadership within the school.

The strategy for professional development at East Dale has largely been through

supporting a few individuals or a small group to go to conferences, courses, site visits, and

institutes, who then bring back what they have learned to the school to share with others

and implement the new ideas into the school. In the first two years the focus was

predominantly in the areas or Science, Math, and Technology. The school raised money to

supplement Benedum grant funds for the materials and equipment for a new Science

Center, and the county provided the labor to build it. Once the Center was up and running

and new curricula were developed, the school turned its attention to other issues. One staff

member took the PDS course, Teacher as Researcher, and began collectink, baseline data and

establishing a database to inform their progress. Every year they do a thorough analysis of

the 3rd & 6th grade CTBS scores to monitor student learning needs. This action research

project also began data collection on many aspects of the building climate: communication,

attitudes about the school, core subjects, educational support services, and school policies to

assess the school's effectiveness in these areas, and inform future development plans One

significant finding of the study was despite concerted efforts to keep the community

informed of the school' s programs, a large numbcr in the community were unaware of
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much that was happening in the school. This finding has made the school reassess its

communication strategies and renew efforts to keep the community informed.

The principal acknowledged that Benedum has done a lot for the school. The

combination of Eisenhower grant and Benedum at once was tremendous.

It provided so much professional growth allowed teachers to go to conferences,

training, and time to develop curricula. They are so much

more confident now; they don't need as much guidance. Last summer a

group of teache, ; worked all summer developing their common core of know ledge,

and their core knowledge calendar.

The teachers developed a whole school theme, involving all the specialists, then they

presented it to the principal and told her they were going to do this unit instead of a

Christmas program. This was a significant departure from the way things had been done in

the school in the past. The principal had no problem with the plans because the unit was so

good.

She noted that many of the teachers have grown tremendously. Now that the teachers

are empowered, the principal spends less time on supervision, and more time on public

relations. She serves on more county committees, she works with community people, and

she's always looking for more money to enhance the program offerings for children at East

Dale.

One teacher felt that the financial support from Benedum for planning and summer

wc-k on curriculum development has strengthened relationships within the school. There

is a great deal of teaming within the pods in the building, and almost everyone is involved

in the PDS activities in sGme way. One teacher remarked at how teachers really read all the

material and digested it before they come to a steering committee meetinP so that they can

use the time productively in the meeting. Teachers take their responsibilities seriously.

They meet in their grade level teams to discuss issues and ideas and then report back to the

group. The teachers commented that the school-wide focus of the Benedum Project made

them feel like part of a tean

4
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A student teacher observed that, with the exception of the gifted program, teachers

worked together a lot their clusters, planned together, and team taught. He thought the

school was a good learning environment, with a lot of resources for students, and a lot of

teachers were willing to share ideas. He felt that the teachers at East Dale were the best in

their own areas; many had won teaching awards.

Because of the atmosphere at the school, teachers have developed a strong sense of

ownership and loyalty to the school. A science/math specialist, who was funded by the

Eisenhower grant, but lost her position when

the building as often as possible. Even though

she's holding out for a position at East Dale,

ther , than teach somewhere else.

The Benedum Project has fostered a high level of sharing beyond the school's

borders. When East Dale teachers received funding to attend "Project Dipnet," a water

treatment program, they opened up the opportunity to other schools, as well as WVU faculty.

They became a pilot site for the program the first elementary school to participate in the

program. Many of their teachers provide staff development for other schools, and many

have done presentations at state, regional, and national conferences. Twelve of the East Dale

teachers are working in their Summer Science Institute that featured many of the science

and technology developments that were developed with support from Benedum funds. The

Institute is for students in the morning, and for teachers in the afternoon.

East Dale has had only minor involvement with preservice training at WVU, although

there is interest in working with student teachers, and a belief that student teachers are an

asset to the school. East Dale has been resistant to opening the school to cohcrts of students

for their early field experiences. One of the students from WVU who was placed there, felt it

was an excellent learning experience with two very good cooperating teachers. There is

some evidence to suggest that the attention of this study may have produced a Hawthorne

effect. The cooperating teacher for the WVU student who was selected to be an "informant"

for the study acknowledged that she put more effort into guiding this student's development

the grant ran out, continues to substitute in

she has job offers and wants a full time job,

and in the meantime would rather substitute
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than sh has with other students in the past. She made sure he was exposed to all aspects of

the school, the steering committee, special education services, the science and technology

lab providing the kind of experience that the PDS concept was designed to foste..

Feedback from previous student teachers placed at East Dale indicate that the experience of

this year's student was not the norm.

The notion of developing a Teacher Education Center at East Dale is complicated by

their involvement with more than one teacher education program. The dilemma for this

school is that they are located closer to another state college, which has historically used

the school for field placements. There has also been some controversy around funding for

an on-site supervisor to administer a teacher education center.

University

One of the main objectives of the Benedum Project is the renewal of teacher

education at West Virginia University. The considerable work that has been done in this

effort was described earlier in the story of the partnership's development. It is impossible

to discuss tht impact of this work to date, as the new program exists only in the abstract on

paper. Implementation begins with the first class in the Fall, 1995, and while there has been

some experimentation with courses and field experiences, much of the new design is still in

the development stages.

Given the substantiil changes that have been drawn into the plans for the new

program, it is evident that implementation will require significant hanges in the structure

and culture of the teacher education program. What impact has the Benedum Project had on

those aspects of the university?

With a few exceptions the faculty felt that there was agreement on the design of the

new program, although ownership of the new program was not widesprea I. Although it was

only six month' before the first cohort would be enrolling, there was no sen e that people

were investing a lot of energy in getting the program up and running. Work was

progressing on several different fronts. but there was little communication to keep the

faculty informed. While a couple of faculty members were working on the diversity strand,
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another faculty member commented that syllabi were being developed, but a lot more

needed to be done. He didn't know what was being done on developing the strands

technology, diversity, there was no understanding as to how they would be incorporated.

Meanwhile, the dean has been working on getting resources to implement the new

provam, by finding funding for the Technology Cc ter, "Classroom of the Future" to

upgrP ie the use of technology in the teacher education program, as well as looking for

prospective faculty members with the necessary skills to implement the new curriculum.

Faculty had trouble articulating a vision for teacher education at WVU. One person

pointed to the "Blue Book" as the vision of the new program, another identified the PDS

belief statements. Others ;`elt that there was a vision in the early days f the Benedum

project, but it had been lost. One faculty member felt that the problem was "that they don't

have somebody with the vision of what it could be. They need someone to keep the vision in

the forefront, helping the faculty change." He felt that a strong visionary is necessary to

bring about change. While many difficult issues are being addressed, progress has been

slow.

Within the college, there is recognition that the new program will require

greater involvement with PDSs. HR&E planned to vtablish liaison roles, one faculty

member assigned to each PDS to facilitate PDS development. The college has also

started to take a broader view of the traditional university reward structure, and

what constitutes "scholarship." There has been a renewed emphasis on service and

substantial emphasis is placed on teaching. The university took a stand that service

is of equal value to teaching and research. Some faculty within the college have

negotiated new eva1uation formulas placing greater we ght on service and teaching,

with less emphasis on research. However, there is still a need for a clear definition of

roles. One faculty member raised the issue, "What does "excellence in service"

mean?" Although faculty can negotiate to be evaivated on excellence in service and

excellene in teaching, and satisfactory in research, thc traditional research

expectations persist. At this point it is difficult to document excellence in service, and

' ) )
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there are no guidelines or precedents to follow. If there is an external review

process who does one go to for recommendations? Will school-based educator's

recommendations be given the., same weight as those of academicians?

Less progress has been IT t de on introducing flexibility into the reward

structure within A&S, although there has been a precedent set, where a difficult

tenure case was won in A&S with letters of support from the 3enedum Pro ect

director, from the dean of A&S, and from the chair of the department Many of the

A&S faculty who have been active participants in the redesign of teacher education

have gotten involved because of a personal commitment to education and with the

security of tenure. One faculty member who had been at WVU 25 years said that the

project had been a way of making contact with his colleagues in other disciplines

more so than any other experience at the university. He felt that there was a lot of

initial enthusiasm, but they have been hurt by negative incentives traditional

values and rewards. It was too big a risk for younger faculty.

Two faculty members, one in mathematics, and ne in history, described how

they .ve written text books for preservice teachers in their field, but neither was

given credit in the department's reward structure for his work. In both cases their

department chairs didn't value the publications, because it didn't meet their

definition of scholarship. In 1994 the math department advertised a position in math

education and no one would take the job because they felt it would be a dead end. The

type of work the position entailed was not valued by colleagues or in the tenure and

promotion process.

The faculty liaisons will be working with individual schools beginning in fall

1995, and the liaison role will be included as part of their teaching load, This ,s a

significant recognition of the importance of strong relationships betwe n the

schools and the university and the time required to develop such relaticnships.

Exactly how those roles witl develop is uncertain as only a few professors have

actually worked with the schools on a consistent basis thus tar Thf- Benedum Project
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has been a learning opportunity for those faculty who have participated in

discussion groups with school-based educators. Many are much more aware of

current thinking as a result. In the hiring of new faculty, participation in the

project is expected, and faculty are sought who have experience and interest in

doing fieldwork.

Persistent questions still remain about the knowledge and skills of university

faculty to work with schools and to teach the new curriculum. Most acknowledged

that there was great variability in the backgrounds of faculty members and that the

success of the new program would be dependent on the quality of teaching. One

faculty member said that the issue of profes! ional development for faculty to learn

new skills and content has been discusset w;thin the college. He acknowledged that

they need opportunities to learn and explore, but that was not currently under study.

Another facul. member said, they don't have time to focus on professional

development issues , and they "don't have money built into the grant for professional

development."

After completing the student teaching experience, one student teacher

observed that the university didn't seem to be very in touch with what they were

doing in schools, Ind they didn't talk much about instructional strategies. He had

never beet exposed to team teaching until his last placement. There was no

modeling of teaming or training in teaming by university faculty. Coursework in the

"old" program was inconsisvent depending on the course instructor and the

department offering the course.

Coming out of graduate school as a product of the late 60s, early 70s, one

professoT thought there would be a real receptivity to ques1 .or ig traditional

practices in education, but he sa,d he hasn't found that at WVU. He felt that the

teacher education curriculum should alway s be a work in progress. Dot a senior

faculty member commented that "he has seen little change in thc. college since 1960.

People have kept up with research and changed their courses a bit bat there Iriven't
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been any really significant changes in the way they do things."

One member of the &I faculty felt that the university had yet to break out of

the "consumer culture," to assume a more reflective, questioning mode. They need to

ask risky questions about power relationships. "Perhaps they could begin by asking

teachers and professors to question their basic v alues. it's as though the university

is advocating teache!. reform for them (in the schools), but not for us (in the

university)."

Another member of the department made the observation that "other

departments are more self-critical than education is. Ev ery meeting in the math

department there is talk about how poorly taught their courses are, so there seems to

be openness to the notion of professional development for university faculty

members. There is less receptivity within HR&E. The climate doesn't promote

voluntary self-criticism."

There are however, some indications that the culture of the college is slowly

changing. Some recent additions to the far ulty have been very effective, both as

course instructors, and in their work with schools. One member of the college noted

increased participation in faculty colloquia and the PDS breakfasts, and

that the "hallway ethnography" of the college was beginning to change.

The challenge of changing higher education was acknowledged by a

spokesperson for the Benedum Foundation. "Colleges and universities don't change

themselves. Whether or not you can do it - I don't know - but we have to t y!"

causal Analysis

In an attempt to find an economical wvy of summarizi rg the de velopment of

this complex reform initiative just described, a "causal netwotk" (Miles & Huberman,

1994) was constructed. One purpose for constructing a causal network is to raise the

level of abstraction beyond specific event and individuals to an inferential level that

can be used to generate more general explanations across cases. The causal netw ork

tries to put on one page the main factors, and the effects that have been influential
r)
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within each site. For each case a list of variables was generated that 'seemed to be

important in the developmem of tle partnership. For the cross-case comparisons,

the lists from each of the three cases were compared and common variables were

identified that were empirically meaningful in all cases, allowing for some case-

specific variables that were particularly important in a given site. A core set of 25

variables was produced. The model of school-university partnership that was derived

from generalizing across the three sites is displayed in Figure A. The 25 variables are

grouped into ten thematic categories. The variables were then arrayed temporally as

in a pad, model. The general model describes the key ingredients that seemed to be

critical to the partnerships formation, it's development, and the outcomes of the

collaborative arrangement.

The construction of the causal network was a useful analytic tool for sorting

out the major factors and assessing their impact in the overall reform effort.

However, many readers find the complex chart difficult to decipher. For the

interested reader the complete causal network for West Virginia and the

accompanying narrative explanation can be found in Appendix IV-A. A simplified

explanation i pro vided here to outline the logic of the analysis.

The antecedent variables that were most significant to the formation of the

Benedum Project are listed in Table 4.1. As displayed, different factors were

influential in different organizations, but it was the combined impact of the various

factors that led to the formation of the school-university partnership. The political

support for reform was largely iiiternal to the university, when the president of

WV c) made the improvement of education through the improvement of teacher

education one of the university's five strategic goals. Both university and HR&E

leadership stimulated interest in the reform effort, which was further energized by

securing external funding from the Benedum Foundation, and an additional

commitment of funds from thc university. The university's decision to join the

Holmes Group, and suppoi t and interest among public school educators created
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the synergy needed to launch the Benedum Project.

The factors that have been most impoitant to the development of the Benedum

project are listed in Table 4.2. One general observation is that while each of these

factors have played a role in developments within both the schools and the

university, the influence has been more inconsistent within the university. Three

factors that remained a consistent contributor to all institutions were the support

from external funds, the professional learning that occurred through expanding

professional networks, and the developments occurring in the schools.

Building and project leadership were particularly important to individual

school development, as was the assistance of individual faculty members from the

university. As the schools enhanced their iristructional practices and curricular

offerings they provided richer learning environments for the preparation of future

teachers. These developments also fostered improved relations between school and

individual university faculty and was an important source of professional growth for

all involved. Teacher leadership opportunities that developed such as the site

coordinators for teacher education centers, steering committee roles, and cross-site

steering committee, and participathin in the university's redesign of teacher

education have not only provided important professional learning opportunities, but

have also contributed to the emergence of broader based participation and

responsibility for project developments.

Project and HR&E leadership has been critical to developments within the

university at various points in the project's history, but it has been inconsistent. In

the beginning of the project leadership was more widespread. Changes in a number

of leadership positions and changes in styles of leadership has had both positive and

negative effects on the project's progress.

The renewal efforts across organization have contributed to the enhancement
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Table 4.1 Antecedents to Partnership Formation in West Virginia

nt V riables

School Political
Support

University
Leadership

District
Support

External
Funds

Internal
Funds

External
Network

Morgantown HS + + +

East Dale
Elementary

ntccedent Variables

Higher Education--- Political
Support

University
Leadership

District
Support

External
Ponds

Internal
Funds

External
Network

College of HR&E + + + + +

University + +
\ NIIIMINIIMINIML 4111111/0411131111111111111/

+ +

1

,
184 .1 ()



T
ab

le
 4

.2
C

on
tr

ib
ut

in
g 

F
ac

to
rs

to
P

ar
tn

er
sh

ip
D

ev
el

op
m

en
t a

nd
E

du
ca

tio
n 

R
ef

or
m

in
W

es
t

V
irg

in
ia

.
In

te
rv

en
in

e
V

ar
ia

bl
es

S
ch

oo
l

D
is

tr
ic

t
/S

ch
oo

l

S
ha

re
d

V
is

io
n

P
ro

je
ct

In
vo

lv
e-

m
in

t

P
ro

fe
s-

si
on

al
D

ev
el

op
-

m
in

t

sw
im

s
B

ut
er

na
i

F
un

ds
D

is
tr

ic
t

/B
ui

ld
in

g
Le

ad
er

sh
ip

P
ro

je
ct

Le
ad

er
-

sh
ip

H
U

B
Le

ad
er

-
sh

ip

T
ea

ch
er

Le
ad

er
-

sh
ip

O
pp

or
tu

ni
tie

s

S
ch

oo
l

D
ev

il-
op

m
en

t

P
ro

fe
s-

M
en

ai
N

et
w

or
ks

M
or

ga
nt

ow
n

H
S

+
+

B
as

t D
al

e
+

+
+

+
+

+
+

+

ln
te

rv
en

in
a

V
ar

ia
bi

ci

U
ni

ve
rs

ity
S

ha
re

d
V

is
io

n
P

ro
je

ct
In

vo
lv

em
en

t
P

ro
fe

ss
io

na
l

D
ev

el
op

m
en

t
E

at
er

-
na

l
F

un
ds

D
is

tr
ic

t
/B

ui
ld

in
g

Le
ad

er
sh

ip

P
ro

je
ct

Le
ad

er
-

sh
ip

H
M

I
Le

ad
er

-
sh

ip

S
ch

oo
l

D
ow

el
-

op
m

en
t

P
ro

m
os

-
si

ou
al

N
et

-
w

or
ks

C
ol

le
ge

 o
H

R
&

E
+

1
+

2
+

2
+

+
+

/-
+

+

C
ol

le
ge

 o
f

A
&

S
+

3
+

3
+

+
/-

+
1-

+
+

1A
 s

ha
re

d 
vi

si
on

 w
as

 p
re

se
nt

in
 th

e 
be

gi
nn

in
g 

of
th

e 
pr

oj
ec

t.
2T

he
 p

ar
tic

ip
at

io
n 

of
 H

R
&

E
fa

cu
lty

 in
 p

ro
je

ct
 in

vo
lv

em
en

t
an

d 
pr

of
es

si
on

al
 d

ev
el

op
m

en
t

ha
s 

be
en

 u
ne

ve
n.

Pa
rt

ic
ip

at
io

n 
w

as
 q

ui
te

 h
ig

h
in

 th
e 

be
gi

nn
in

g 
of

 th
e

pr
oj

ec
t, 

an
d 

a 
co

re
 g

ro
up

ha
ve

 r
em

ai
ne

d 
ac

tiv
e

th
ro

ug
h

ou
t, 

al
tio

ug
h 

th
e

le
ve

l o
f 

ac
tiv

ity
 h

as
va

r1
.4

1.
 P

ro
fe

ss
io

na
l

de
ve

lo
pm

en
t a

ct
iv

iti
es

 w
er

e
fo

rm
al

ly
 o

rg
an

iz
ed

 in

th
e 

be
gi

nn
in

g 
of

th
e 

pr
oj

ec
t, 

th
en

di
sc

on
tin

ue
d.

 T
ra

in
in

g 
in

in
st

ru
ct

io
na

l t
ec

hn
ol

og
y 

ha
s 

be
en

de
ve

lo
pi

ng
.

zp
ar

tic
ip

at
io

n 
of

 A
&

S 
fa

cu
lty

 in
 b

ot
h

pr
oj

ec
t h

as
 a

ls
o 

be
en

 u
ne

ve
n.

It
 w

as
 h

ig
he

r 
in

 th
e 

be
gi

nn
in

g
of

 th
e

pr
oj

ec
t, 

M
it

ha
s 

dr
op

pe
d 

of
f,

 a
lth

ou
gh

 a
sm

al
l

nu
m

be
r 

ar
e 

st
ill

in
vo

lv
ed

. T
he

 o
rg

an
iz

ed
 p

ro
fe

ss
io

na
l

de
ve

lo
p

m
en

t a
ct

iv
iti

es
in

 th
e 

be
gi

nn
in

g 
of

 th
e 

pr
o 

ec
t

in
cl

ud
ed

 A
&

S 
fa

cu
lty

.

N
E

I
+

co
nt

rib
ut

in
g

Fa
ct

or
+

/-
C

on
tr

ib
ut

in
g

F
aC

tO
f

60
M

0 
M

U
/N

M
C

O
na

bi
te

nt

11
1.

M
e 

W
O

al
liM

O
M

 U
M

?a
n

U
na

rm
11

16
-1

11
1.

-1
11

11
1



of educator professionalism. Table 4.3 displays the influence of these efforts on five

indicators of educator professionalism: developing a culture of inquiry, ongoing

teacher development, a collaborative culture, expanding professional networks, and

a strong client orientation toward the multiple clients within education to the

children, to colleagues, to prospective teachers, to the community, and to the

teaching profession as a whole. The most obvious observation is that all of these

factors have in some way contributed to increased professionalism.

Professional development opportunities, whether formally organized as

professional development or through more informal interactions, are consistently

important for both school and university faculty. The largest share of thes,

opportunities have been targeted at school-based educators to date, including

professional contacts outside of the school, the individual school renewal efforts,

new leadership opportunities, involvement in mentoring prospective teachers, and

work with university colleagues on teacher education reforms. The power of the

many learning opportunities is increased when built they reinforce one another

(e.g., the articulation of teacher education with school reform) and when there are

regular "conceptual inputs" (Huberman, 1995) from external contacts.

Table 4.4 summarizes both the transitory and durable changes that have been

produced in more than six years of reform in West Virginia. The most rapid change

and structural alignments to support those changes have occurred within individual

schools. However, the durability of changes is tentative as many changes arc still

highly dependent on ,cmporary external funds.

The development of this complex reform initiative just described can be

understood by a closer examination of the alignment of each institution along eight

critical dimensions. Mese factors: Vision of Learning, Leadership, Professional

Development Strategy, Opportunities to Learn, Commitment to Research & Inquiry,

Cnmmunications, Organizational Arrangements are summarized in Table 4 5.
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An eighth factor emerged during the course of the study and has been added

to this discussion, that is the important of Personal & Professional Relationships in

making partnerships work. (Note: The District has been included in this table for

comparative purposes. However, the Benedum Project has tended to focus on

individual schools, with less attention to district involvement. While district support

has been essential, its role has not been central in this effort.)

Yitha
The vision of the partnership organization is to make teacher education more

intellectually sound, and to establish professional development schools that are good

places for both K-12 students, preservice teachers, and inservice teachers to learn.

The partnership organization has invested heavily in the ongoing learning and

profesiional development of teachers in the PDSs. The College of HR&E's vision

focuses primarily on the preseivice side, through the integration of content and

pedapogy, bridging the gap between theory and practice. While there has been a

significant investment of time and effort from a core group of faculty who have

responded to individual requests from schools, the majority of faculty tend to focus

on teacher educaticn at the university. Within the PDS schools there is a clear focus

on student's motivation to learn, toward developing life long learners. The consistent

thread is a focus on learning outcomes, bat the emphasis differs depending on

clientele.

The significant difference between the university and the schools is

ownership of the vision. Within the schools there is shared ownership and

commitment to their schools' vision. Within the college of HR&E a shared vision is

lacking. Most faculty were unable to define a clearly articulated vision of the College

or its teacher education program.

Lead= tap

The lack of consistent leadership has been a disruptive force within the

university and the project. It has not only been a result of the individuals who held

1()
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leadership positions, but changes in the function and style of leadership that have

created the disjuncture. There has been a lack of continuity in the role and

philosophy of leadership in the project, as well as an inability on the part of the

college and project leadership to work together effectively. The level of involvement

in the reform within the university, teacher education, or the district levels has

been uneven. The lack of visible participation in the PDSs on the part of the college

was interpreted by school-based people as a lack of interest.

Within the PDS sites, leadership has expanded with the emergence of a

number of teacher leaders. While the building administrators in each of the schools

are committed to change and are actively involved, many teachers have assumed

significant leadership roles within the school, in the cross-site organization, and on

university committees.

The perspective of one of the A&S faculty members was that "the original

Benedum team had a professional attitude. The dean was really committed, and she

nttended every meeting. There was also a commitment to collaboration. Now

participants talk about a leadership void." The reorganization of the project

currently underway has been admittedly a difficult transition, and the lack of visible

leadership during this period has created a great deal of frustration and has hurt

morale within the college and the PDSs.

Professional Development Strateu

The Benedum Project offered many new learning and leadership opportunities

for teachers, most of it determined by the schools themselves. It also supported cross-

site initiatives, such as the elementary school teachers Professional Development

Network, that %/as completey teacher-driven, giving teachers the opportunity to

discuss research, examine new practices, or bring in guest speakerc. The project has

also created opportunities for teachers to assume new leadership roles Teachers

serve on site steering committees, the cross-site steering committee (an organization

of representatives from all of the PDSs and the university), as well as co-chairing

192
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1

1

these committees. Teachers have been presenting their work at professional

conferences, and some have become facilitators for professional development both

inside and outside of their school. Teachers have also assumed critical roles as site

coordinators for preservice teacher education or co-instructors for teacher

education courses. In addition, the Benedum Project also facilitated collaborative

work between individual teachers and university faculty to develop curriculum for

new courses in astronomy, micro-scale chemistry, community-based chemistry,

computer programming, and integrating English and history into a humanities

course.

Attention to university faculty development has been limited. As noted in "A

new Vision of Teacher Education at West Virginia University" (the "Blue Book"), "We

have very few faculty members whose backgrounds fully prepare them to teach the

desired content, employ the det.ired strategies, and incorporate new technologies"

(p. 54). One of the faculty described colleagues as, "some are very up-to-date and in

touch with what is happening in schools, and in some :.zises we have faculty who are

"happy as hell" that they've learned to use the computer." There were some early

efforts in the project to engage faculty across the campus in thinking about the need

for content specific pedagogy. All acknowledged that the college doesn't currently

have sufficiznt faculty with the necessary skills and competencies to implement the

new teacher education program as envisioned The recruitment of new faculty who

possess the requisite knowledge and skills is one strategy the college has used to

address this problem.

One faculty member felt that "the only way to produce good teaching is for

good teaching to become part of the repertoire of students through a coaching

process. He admitted that, "that will be a challenge to many faculty. It runs counter

to all the traditions of academia -- academic freedom and autonomy."

Opportunities to Learn

The Benedum Project developed a grant process to enable schools to submit

,)
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proposals to the Project to support projects within their school. A grant writing

course was offered to help all of the school staffs in this internal process, as well as

assist them in their efforts to apply for external grants. The grant process then

became a major mechanism for supporting a range of professional development

opportunities for teachers (attending conferences, providing summer support for

curriculum development, visiting other schools with innovative programs, and

buying release time for teachers to work together on new programs). There has

been some criticism from university faculty that the process was too lenient

funding poorly conceived and poorly written proposals, rather than maintaining

high standards to help build the schools' capacity to design, implement, and evaluate

new initiatives. On the other hand, PDSs have complained that the process was too

demanding, requiring extensive paperwork that teachers don't have time to do. The

application process has been through several modifications and continues to be a

learning process for public school teachers who are unfamiliar with competitive

grant procedures. For the project the tension is between establishing standards to

push the schools to further develop their grant writing skills, and the desire to

encourage and support the schools in their development efforts.

One university faculty member felt that money had been both a blessing and a

curse. He felt that the PDSs have t :come dependent on money, that the money has

been too plentiful and easy to get. Many university faculty were suspicious of

schools' motivation to become PDSs. They felt many were "just in it for the money."

Yet when the issue was raised about faculty development in the college with college

administrators, the reply was that they "don't have time to focus on professional

development issues, and the college doesn't have money built into the grant for

faculty professional development." In many ways, money created the project, and

everyone has become dependent on it. Work slowed significantly on aspects of the

project when grant funds were delayed or withdrawn from projects in the PDSs and

in the college.
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Money has been critical to the reform effort because it bought time to work on
change, time that is not included in the regular jobs of educators'. The symbolic
value was often more important than the material value. University ar,d school
faculty have invested much more time than they were ever compensated for, but the
stipend was an acknowledgement that their work was valued. The problem is that
there has been few organizational changes to institutionalize these learning
opportunities.

Mentoring students teachers also provided important professional
development for experienced teachers. One teacher explained that a student teacher
asked her why she was teaching a topic in a particular way. The teacher said, "When
I had a hard time answering her I brought it up in a department meeting. It ended up
being professional development for us it became a departmental discussion."

The development of PDSs has significantly improved the learning
opportunities for student-teachers doing their field placements there. In these
schools student teachers gain experience in using technology, in professional
development activities and restructuring efforts, as well as learning innovative
teaching practices that are not currently part of their university educ ition. The
types of learning opportunities for kids that student teachers were exposed to in
these schools provided important lessons. One student teacher said he learned that
not everyone learns in the same way, and that you have to try multiple methods to
reach all the kids. The practical f xperience working with the range of student
abilities gave this lesson real meaning. He also said that he had learned that kids
were capable of a lot more than he had thought. He hadn't given students enough
credit. He wants to be sure to give ail students chances to experience success, but he
does try to challenge them more than he did before, He found he could often move
faster than he had planned.

Research & _Inquiry Base

The process nf redesigning the teacher education program was an in-depth
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exploration into curriculum, pedagogy, theory, and practice, but it was described by

some faculty as a fairly conservative process. One faculty member felt that, "unless

professors have gone through the reconceptualizing process themselves, critically

questioning their own practices, then things in schools aren't going to change." The

college has not developed a culture of critical reflection that might lead to new ways

of working.

In the current teacher education program the quality of university

coursework is inconsistent and lacks rigor, according to students completing the

program. The design of the new program incorporates a number of new areas that

are not currently included in the teacher education program, (e.g., inquiry and

action research, multi-culturalism, and the use of technology). Whether the new

program significantly improves the learning experiences of student teachers is an

open question it has yet to implemented.

At Morgantown High School, many individuals have become involved in

researching new practices, changing their own, and evaluating the effects of those

changes. Among those teachers who have been active participants in PDS activities,

a commitment to continuous learning is evident. These changes, however, have not

made widespread cultural changes in the school. There is little discussion of

curriculum or initructional strategies in most department meetings or at faculty

senate. As some reforms have become school-wide efforts, gradually more faculty are

getting involved, but in such a large school, changing the culture of the school takes

time. It has been a significant start.

Perhaps because of the smaller size of East Dale the cultural change has

reached a greater proportion of the school. There PDS involvement has changed the

way teachers think about teaching. Teachers really read all the disseminated

material and digest it before they come to a steering committee meeting so that :hey

can use the time productively in the meeting. They are excited about learning new

ways to provide meaningful learning opportunities for their students. Participation

I
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in the Benedum Project is a dominant focus in the school. As one faculty member

described, "the attitude is so pervasive now that if someone is not 'on board' that

person will feel pretty left out, and will either join in or leave."

Within the current preservice program, student training in research and

inquiry is largely absent. An emphasis on action research and reflection is

incorporated into the design of the new program, but current opportunities are not

utilized. Preservice students in the "old program" described much of their university

coursework as "busy work" and lacking challenge. "It wasn't hands on, faculty

didn't model what they were teaching (with one exception), you

the university, you only talk about it."

Communication

Communication is inconsistent across the organizations involved in the

partnership. The strongest communication had been between the Benedum Office

and PDS sites. Ffforts were made to strengthen this communication by providing

interiet access to PDS sites. The Benedum Project provided Internet training, but it

has not been widely used to date. The PDSs also connect on a monthly basis through

the Cross-site Steering Committee meetings, and detailed minutes of CSSC meetings

are disseminated to all organizations. In addition, a monthly newsletter is distributed

to keep all organizations apprised of project developments. The project's

communication on the university side has been more uneven.

The Benedum Project was founded on a commitment to collaboration.

Governance structures were established with representation from all stakeholde

groups, each with an equal voice in decision making. However, as project activities

e xpanded the tasks became more dispersed with various groups working on different

parts of the project. When this happened the ongoing management and planning of

the project was largely handled by the project staff, with less input and

understanding of the overall project trajectory among the participants. Lack of

3mmunication of long range planning resulted in frustration and dissatisfaction

don't "do" things at
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with the pace of progress, particularly within HR&E.

Within the Teacher Education Centers, the communication between the school

and the preservice Vrogram is very strong. Each of the schc °s has ownership of the

ptogram and is committed to maintaining strong coordination. In other schools

where there is not a site-based coordinator communication is often lacking. The

college relies to a significant extent on graduate students to do much of the

supervision and evaluation in the field. The perspective of b 1th student teachers and

cooperating teachers is that those infrequent contacts, common in the "old" program

have not been meaningful.

Within the college itself, communication is not strong. Those actively involved

in committee work and p!anning are informed, but few of the others are. Faculty

expressed that a sense of &rection within the college was lacking, and many

expressed uncertainty as to vit'at their role would be in the new program. As in the

project, a lack of communication about decisions made within college have

contributed to frustrations and dissatisfaction with the administration of the re: )rm

agenda.

Quanizational Armagoneall

The West Virginia initiative has been broad in scope, addressing educator

development throughout the career continuum. However, because of the lack of

coordination between the various components of reform the changes are less

systemic. The approach has been a combination of top-down and bottom-up reforms

that have not always been synchronized either in time or in the specifics of

initiatives. Strong efforts have been made on the part of the Benedum Project staff to

work with and support individual school restructuring initiatives, which have been

numerous and determined by the needs of the population at a given school. The

approach through the grant requirements has been one of en ouraging

experimentation, followed by reflection and evaluation.

Simultaneously, extensive efforts have been invested in the redesign of
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teacher education. Ad hoc committees of Education, Arts & Science, and school-based

facully worked together to redesign teacher education at WVU. This has been a three

to four year process, that in many ways has been more of a traditional university

approach to reform (that Whitford (1994) characterized as the "ready, ready, ready"

approach). The process was inclusive with each of the ad I X, committees composed

of Education, Arts & Science, and school-bad faculty. Evaluations of the process

indicroed that participants felt that their opinions were r, spected and that the

procees was truly collaborative (Hoffman, et al, 1994). The program design has been

approved by the college and the university, to be implemented in the fall of 1995.

There have been a few attempts to pilot some of the ideas imbedd-d in the new

program, but there has been relatively little experimentation or evaluation ce these

efforts to inform broad-based implementation.

While the alignment between the two e forts remains problematic the college

is attempting to address some major bureaucratic obstacles to redesign teacher

education. The teacher education faculty is to be composed of faculty that cross

department, allege, and institutional boundaries. The core courses in the new

program will have college-identification rather than departmental , which raises

turf issues about how to assign FTE (Full Tim Equi valents) credit for funding

purposes within the university. Most of tl..e Curriculum & Instruction (C&I) faculty

would be tenching these courses, but C& I wouldn't get the FTE' s credited to their

department. These kinds of changes impact the entire university' s accounting

system, as well as challenging traditional faculty autonomy in determining course

content. The problem is that few instit utional mechanisms have been created

facilitate collaboration across departments and colleges. One faculty member noted

that cren s-college appointments have not been successful hi o.oricaliy "usually for

somewhat petty reasons like issues of parking '

Only a few of the reform efforts have been built into the structure of the

schools c.r the university. The Benedum Project has not consistently cow ted the State



Superintendent of Schools, or superintendents of the county system to become

actively involved in the reform ef:ort. Although one superintendent was actively

involved in the planning stages, county involvement has been uneven across the

history cf the project. Most of the developments in the schools and university

programs have been supported by soft money, and with a few exceptions these

developments remain dependent on external funds. One faculty member observed

that, "right now the only hard money they have is teacher education money. The

college should be able to find the site coordinator positions and still break even

because f the cost saving of not having faculty do placement and supervision."

Thus far, there has been no reallocation jf existing resources to accomplish this. The

inclusion of the PDS liaison role into faculty teaching loads is a first step in this

direction. The college is continuing tc apply for additional grants funds even

though they realize that sCt money is labor intensive and short-lived

Personal and profesononal relationships have developed in many places,

within and rieross organizations in this reform effort School-based faculty have

connected with individual university faculty members to iearn new approaches to

suppco t developments that were occurring in the school. It is less common for

university faculty to initiate contact with K-12 schools to explore new ideas, though

it has happened. The Benedum Project acilitated making connections by introducing

educators with common interests. These one-to-one connections have gradually been

built one person) at a time. One project participant de,cribed the development of

these relationships:

Two people feel passionately about the same things, they spend time in each
others place, begin to understand the issues from other's pi spective (. ..)
Developing relationship. across the traditional lines is dependent on the
stance that one takes. For example, scheduling math courses at a time when
the university faculty member can make it, rethinking ideas abont research
done in the schools with the agreement that it has to have mutual benefit.
It is characterized by a willingness to help out where needed, constant
communication, and trust that will allow connections to mushroom.

200
r.) 4



Within the university the development of collaboratis - work has also been on an
indi vidual basis among "kindred spirits across campus." The development of new
majors for teacher education students in the various disciplines has also fostered
greater cooperation across colleges and departments

A hallmark of the Benedum Project in all of the PDSs has been the
development of shared decision making, teacher empowerment, and a collaborati ve
culture. Although these are the values that were used successfully to establish
ground rules for the redesign teacher education committee work , in general, the
university has lagged behind the PDS sites in developing these norms of shared
decision- making and collaboration. The tradition of faculty autonomy is still the
n or m .

Teachers felt that the strength of the Benedum Project was the support
recei ved through professional networks, contacts, financial support, as well as the
accessibility and responsiveness of the Benecium staff and some university faculty
members. The commitment of the project staff to the schocl's development has

increased teachers commitment to the Project

The importance of these relationships is most obv 'ons when they don' t exist.
During the difficult transition period, the following exchange occurred between a
university administrator and a school administrator about the future direction of the
project.

"Are you going to let this fall apart because of some changes in
leadership. Is that all this project is about?"

The school administz ator responded,

"That's exactly what this project is about. This progra.n is ahoy, people, it's
about caring, it's about respect, it's about love."

()')
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Appendix IV-A

Causal Analysis

In an attempt to find an economical way of summarizing the development of

this complex reform irntiative just described, a "causal network" (See Figure 4-A)

(Miles & Huberman, 1994) was constructed. One purpose for constructing a causal

network is to raise the level of abstraction beyond specific events and individuals to

an inferential level that can be used to generate more general explanations when

comparing across cases. In three interconnected, yet independent streams, the

causal network tries to put on one page the main factors, and the effects they have

had in the West Virginia initiative. At first glance, the figure looks more like a maze

of boxes and arrows, than a coherent flow chart. The accompanying explanatory text

should help decipher it. Any further simplification of the figure would not do justice

to the complexity of this comprehensive reform effort.

The network begins with antecedent variables on the left (variables 1-4),

which led up to the formation of the Partnership. The intermediate or intervening

variables describe the evolution of reform, (variables 6-21). The outcome variables

are arrayed in the far right column, (variables 22-37). The outcomes of interest in

this analysis were five different characteristics of educator professionalism:

appreciation for research; teacher development; collaborative culture; professional

networks; and client orientation. In addition there was concern for the durability or

"institutionalization" of these reforms.

There are three dominant streams in the flow chart. The stream along the top

of the figure has most of the college/teacher _esluvain, variables. The stream along

the bottom has most of the school districk_ and individuld school variables. The middle

stream contains the variables that describe the Partnershig,

Narrative _for Causal NM/DAL West Virginia

Four antecedent variables led to the creation of a school-university
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partnership. First political support for education reform (1) from the University

president motivated leadership (2) in the college of education to pursue external

funding (3) and join a national network (4) committed to education renewal.

Securing grant funds (3) enabled the establishment of a school-university

partnership (7).

The shared vision (10) that was collaboratively developed by the partnership

was endorsed by a commitment of district support (5) via the teallocetion of internal

funds (6) and in-kind services to support school development (12, 13). The

partnership provided assistance (8) in the form of professional contacts, technical

assistance, and a variety of professional development opportunities (14). The bold

lines from external funds (3) through assistance (8) to each of the PDSs (12,13)

because of the important role external funding has played in both schooli

development. A collaborative governance structure was established (15) to

coordinate the partnership's development of Professional Development Schools

(PDS). The shared vision (10), commitment to assistance (8), and collaboration (24)

produced strong relationships between the Partnership coordinators and individual

schools (bold lines). In each case, school development (12, 13) was facilitated by

strong building leadership (9). The establishment of a site-based teacher education

center (16) in School A (12), and the cross-site steering committee (15) provided

additional teacher leadership opportunities (17) for experienced teachers by

mentoring future teachers. This innovation contributed to the evolution of teacher

education reform (11), and strengthened relationships between the school and the

university's preservice program (bold lines). Although viewed as the prototype for

the new tcPcher education program, the critical site coordinator role has yet to be

institutionalized (27), as it is still funded with temporary external funds (3).

The relationships with the university through the partnership organization

(7) and the extensive professional development opportunities (14) provided for

school based educators contributed to developing an appreciation fur research and
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inquiry (22), substantial individual teacher development (23), and the foundation for

collaborative ways of working (24) between the schools and the university, and

among colleagues in their own school and with other schools (15). These experiences

also facilitated the development of professional networks (25), while maintaining a

strong client orientation (26). The institutionalization of these outcomes is somewhat

problematic (27). While a few structural changes have been implemented, and these

attributes of professionalism have significantly changed the instructional practices

and professional lives (23, 24) of both Schools A abd B, these learning opportunities

are still highly dependent on temporary external funds (3).

The other half of the shared vision (10), the creation of an exemplary teacher

education program (9) was forged over several years of collaborative committee

work. It stimulated and was stimulated by some experimental programs or courses

developed in collaboration with school-based educators (16, double-headed arrow).

This work produced a plan for a new teacher education program, which has been

approved by the Faculty Senate giving it a level of institutional permanence (27), but

it has yet to be implemented. (It will be phased in beginning Fa 11'95.)

Several leadership changes (18) during the course of this renewal effort

initially slowed progress on the redesign work (11 dotted line) and eventually grew

into significant organizational conflict (19). Changes in leadership style from the

collaborative decision making norms (24) that had been established raised

uncertainty of the vision (10, dotted line) of reform, and to the dissolution of the

original partnership organization and the reorganization (20) of the teacher

education reform efforts. New faculty (21) hires have been infused in the

reorganization who bring substantial knowledge (22, and skill in working with

school-based educators (23), and are beginning to rebuild some of the relationships

between the university and the schools (24, dotted line). There remains, however,

some significant skepticism on the part of schools.

As depicted in the chart, there has been more extensive development within
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the Professional Development Schools stream (lower half of the chart), than within

the university teacher education reform efforts. Most of the outcomes have been

produced within the school sector. The lack of stability in the project's leadership,

(not just in terms of individuals but in the function, vision, and style of leadership),

has disrupted progress. Few of the developments on the university side have been

implemented, and as a result their durability is unknown.
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